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Abstract
Enhanced parent engagement capacity is an equity prerogative for a welcoming school culture
and successful student achievement. This qualitative phenomenological study investigated the
perceptions of Somali parents regarding the Parent Academy Program implemented in Saint Paul
Schools and how that experience impacted their school engagement capacity. The research
established a common definition of parent engagement as an intentional active work parents and
schools undertake together to support student achievement. The research methodology involved
data collection through pre/post-survey questionnaires and semi-structured focus group
discussions. The data was then analyzed with a combination of labelling, sorting, and coding of
the main themes. Three primary outcomes along with their subcategories emerged from the
analysis. The overarching themes were: parent perceptions about the Parent Academy Program
experiences were positive; the Parent Academy Program had changed participants’ parent
engagement practices; participants believed that their school engagement capacity had increased
but important systemic barriers still remained. The participants shared that the Parent Academy
Program had helped them learn how to navigate the schools and relate more effectively with
their children. The researcher hopes that this contribution to the field of parent engagement will
ignite discussions, spark further research, and change practices to address the needs of parents to
better serve all children in school systems.
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Preface
As an educator for over thirty years, the researcher has seen the challenges parents face in
working with their children and the schools they attend at the public, charter, private, and
religious settings. Parents and educators both want their students to succeed and recognize the
need to build strong bonds of trusting relationships. The researcher has served in a bridgebuilding capacity between immigrant parents and the American educational system. Cultural,
linguistic, and life commitments compete for the attention of parents as they strive to engage in
their children’s education. They have high aspirations for their children, yet may not have the
resources to help their children according to school expectations. School staff also need to
strengthen their cultural competency skills to create a welcoming environment for diverse
families. There is space for building on the funds of knowledge both sides possess to collaborate
more effectively. The researcher therefore saw the opportunity to contribute to building homeschool relationships in an equitable manner. The hope is that the findings of this research will
contribute to the efficacy of parent engagement as a vital area of successful school operations.
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Chapter 1: Introduction
Parental engagement in children’s schooling has long been seen as of benefit to the
quality of American education. In reality, schools cannot deliver their educational mission
without support from the parents. This matter has become more apparent during distance
learning necessitated by the COVID-19 pandemic (Gutierrez et al., 2020) when the two key
stakeholders newly appreciated each other’s roles. Schooling is understood to be an important
part of healthy physical, intellectual, and social development of children (Watson et al., 2012).
For hundreds of years, the formal education of children was the primary responsibility of the
parents and immediate family (Hiatt, 1994) and educational institutions were not commonly
available to most children. The transition from parents playing a primary role to the public
schools taking over the primacy of control relegated parental involvement to a less critical
component of children’s schooling. American schools began to play a larger role in the
development of the nation’s children, often intentionally marginalizing parents in the process.
Educational leaders developed policies and practices of schooling as a method to make up for the
perceived inadequate capacity of some families to successfully raise their children (Hiatt, 1994).
Parent and Family Engagement
There is extensive research to support the benefits of family engagement for students,
teachers, schools, and the community at large. Mapp and Bergman (2021) provided a concise
definition, “Family engagement is a full, equal, and equitable partnership among families,
educators, and community partners to promote children’s learning from birth through college and
career.” (p. 7).
According to the definition, the family includes any adult who attends to the care of a child
in the broader sense of the term. These include not only the nuclear family but extends to others
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such as siblings, grand-parents, aunts, uncles, cousins, and foster care (Mapp & Bergman, 2021).
However, biological, adoptive, or foster parents bear direct and greater responsibility for raising
children and attending to their school success. Therefore, this study uses “parent engagement”
rather than “family engagement” to narrow the scope of the research to the biological or legal
parents of the child.
Parents engagement went through many stages in American schools. Over time,
identifiers such as race, ethnicity, class, heritage, and economic status became closely associated
with these parents’ capacity to raise adequately educated citizens (Hiatt, 1994). In a timeline
associated with the advancement of America’s civil rights movements of the 19th and 20th
centuries, “parents resisted this isolation and devaluing of their contributions to their children‘s
education and pushed back” (Watson et al., 2012, p. 42). Organizations such as the National
Congress of Mothers, later known as the Parent-Teacher Association (PTA) were formed in 1897
as a model to provide increased engagement between parents and schools (National Parent
Teacher Association, n.d.).
Research pointed out the benefits of parent engagement for students. Mapp et al. (2019)
listed the benefits children reap when their parents are engaged in their education:
● Their children’s grades go up.
● They attend school more regularly.
● They are more likely to enroll in higher-level programs.
● They are more likely to graduate and go to college.
● They are more excited and positive about school and learning.
● They have fewer discipline problems inside and outside the classroom. (p. 6)
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The Immigration and Naturalization Act of 1965, seen as a critical bill of President
Lyndon Johnson’s Great Society’s reforms, ended immigration quotas that favored European
immigration over those from Africa, Asia, and Latin America (Levy et al., 2016). Since the
passage of this act, immigrants have entered the United States representative of the full diversity
of world cultures. This cultural diversity is now a common focus among educational researchers,
exploring how best to provide quality education to all. In a review of literature by Khalifa et al.
(2016), the researchers noted that since the 1990s, culturally relevant and culturally responsive
education has come to dominate American educational reform and general discourse regarding
school improvement.
Other factors impacting parent and family engagement include culturally relevant
pedagogy and culturally responsive education. Initial research on culturally relevant pedagogy by
Ladson-Billings (1995) and culturally responsive education by Gay (1994) focused primarily
upon the teacher to student relationships. A corollary body of research developed in the 1990s
emphasized models of school-parent engagement with culturally diverse communities. These
researchers included Sergiovani’s (1994) exploration of the development of community schools,
Degado-Gaitan’s (1991) analysis of school-parent partnerships that sought parent empowerment,
and Nathan’s (1997) depiction of publicly chartered schools’ capacity to create partnerships
between parents and teachers in the creation of new schools. Each brought into greater focus the
importance of effective parental involvement in schools through a lens of cultural competence.
The importance of cultural competence and the impact of cultural diversity upon student
learning and parent engagement has influenced educators across the nation (Ishimaru, 2020;
Jeynes, 2012; Khalifa et al., 2016). Just as the nation’s demographics have changed over the last
fifty years, the demographics of Minnesota’s student population has also become more culturally
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diverse (Boser, 2014). The Minnesota Department of Education reported that during the 20182019 school year, out of a total of 889,304 students in the state, the racial heritage percentages
were: 66% White, 11% African American/Black, 7% Hispanic/Latino, 7% Asian, 2% Native
American, and 5% two or more races. Additionally, it was noted that 8.4% of students are
designated as English language learners (Minnesota Department of Education [MDE], 2019).
While there has been a significant shift among the racial and heritage demographics
among Minnesota’s students, that shift has not been reflected through an increase in racial and
heritage diversity among the state’s teachers. According to MDE, available analysis of teacher
demographics shows that only 5% of Minnesota teachers constitute teachers of color, while
students of color have reached 36% (MDE, 2021). The Minnesota Teachers of Color and
American Indian Teachers (TOCAIT) organization has lobbied the state legislature to provide
funding for attracting and retaining teachers of color and indigenous teachers for the last few
years. The Teachers of Color Act (TOCA) Bill is still before the Minnesota state legislature and
there is interest in school districts growing their teacher pool by investing in growing their
paraprofessional staff to obtain teaching licenses (Coalition to Increase Teachers of Color and
American Indian Teachers in Minnesota, n.d.). Some legislators continue to champion passage of
this bill to alleviate the acute shortage of teachers of color and American Indian teachers.
Difference Between Parent Engagement and Parent Involvement
The topic of parent engagement in schools is also referred to as parent involvement in
school settings in literature on the subject. There is a need to define these terms to have a better
understanding of the level parents are functioning in this journey with their children and the
schools that educate them. Mapp (n.d.) provided some key etymological distinguishers between
family involvement and family engagement:

18
The Latin root of the word ‘involvement’ is ‘involvere’ which means to wrap around,
cover or envelope; roll, cause to roll. While the Latin root of the word ‘engagement’ is
‘engare’ which means to make a formal agreement, to contract with; to pledge; an
obligation to do something. (Slide 3)
Also, Manzon et al. (2015) made a comparison of the key differences between the two parent
participation types as shown in Table 1.
Table 1
Differences Between Parent Involvement and Parent Engagement
Roles

Parent Involvement

Parent Engagement

Initiated and driven by

Ideas and energy come from
school.

Ideas are elicited from parents by
school staff. Parent energy drives
the efforts.

Schools lead with their
institutional self-interest and
wants.
Nature of invitation

Parents’ role

Parents are encouraged to do
something about what the school
perceives as important.
Parents volunteer for schooldirected tasks.
Parents are seen as clients who
receive services and information
from teachers who are
professionals.

Teachers’ role

School leaders’ role

Professionals who tell parents
what they should do with their
child.
Develops the vision and
delegates tasks to the Parent

Schools lead by bearing parents’
interests in mind and develop
trusting relationships.
Parents are challenged to do
something about what they feel is
important to them.
Multiple and varied forms of
engagement at home and in
school.
Parents as potential leaders are
encouraged to contribute their
own vision and goals, and to help
reach them.
Elicits ideas from parents about
how to better help their child.
Encourages parents and staff to
help develop a joint vision.

19
Support Group (PSG) [if
available].

Sets the tone and expectations for
partnerships and builds capacity
among school staff.
Note. Adapted from “Parent Engagement in Education” by M. Manzon, R. Miller, H. Hong, and
L. Khong, 2015, NEI Working Paper Series 7. Copyright 2015 by the Singapore National
Institute of Education.
Baker et al. (2016) pointed out that one of the areas that both parents and teachers
identified that could strengthen their relationships was “moving from involvement to
engagement” (p. 9). Therefore, family engagement seems to be more action oriented and has the
potential to lead to greater stakeholder efficacy. This research prefers to use “parent
engagement” rather than “parent involvement”. However, the two terms are frequently used
interchangeably in the literature. Also, family engagement is used instead of parent engagement
to recognize the broader participation of the extended family and friends in the education of the
child.
Background of the Study of Parent Engagement
The following section provides an overview for the study through a review of the context
of larger public interest, specific community interest, how it connects to a larger body of
literature, and the theoretical frameworks used by the author that guide this study. There is a
significant body of research related to parental engagement in the schools. A major portion of
this research explored the impact of parent engagement in schools and indicated that both parents
and children reaped immense benefits from parents working with schools (Jeynes, 2012;
Machado-Casas et al., 2018; Paik et al., 2019). A common focus in research explored the policies
and practices of various parent engagement models (Calzada et al., 2015; Jeynes, 2011; Nathan,
1997; Watson et al. 2012). This research has likely provided further incentive for school
policymakers to continue their investment of resources towards parental engagement. The
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intention of this researcher is to have the topic of this study provide new insights into these
investments of resources, aiming to provide new high-quality research that can inform policy
makers, program managers, parents, and the community in general as to the impact and
effectiveness of these programs.
Minnesota Context for Parent Engagement
Parent and community engagement have been considered as having clearly expressed
values for decades among the various Public School District programs, departments, and schools
(Hajisoteriou & Angelides, 2016; Sugrue, Zuel, & LaLiberte, 2016). Saint Paul Public Schools’
family-oriented programs include CareerStart, Parent Institute for Quality Education, Parent
Academy, Advisory Councils, Parent-Teacher Associations, Academic Parent-Teacher Teams,
Language Interpreter Line, and Family Support Groups. Many of these programs were designed
to provide school-based connections, be sustainable, form authentic relationships, engage the
districts’ full diversity of families, support student academic outcomes, and build relationships
(Hearst et al., 2017).
Minnesota has seen a significant increase in its immigrant and refugee populations over
the last thirty years. Specifically, refugees from Somalia have concentrated in significant
numbers (Abraham, 2020). Parent engagement and family involvement are significant predictors
of student academic achievement, but little is known about school-and home-based involvement
of immigrant families. Even as there are greater amounts of cultural diversity in schools since the
early 19th century, few studies have focused upon the impact of the various applied parent
engagement models in America’s public schools (Hajisoteriou & Angelides, 2016; Mohamed,
2015).
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With the recent focus on the academic achievement gap between racial and heritage
groups, there has been an increased need to focus research upon the policies, practices, and
impact of parents of color on school engagement. Over the last two decades, there has been an
increase in research exploring the capacity of parent engagement models to increase efficacy of
marginalized families in the parent-school relationship (Khalifa et al., 2016; Machado-Casas, et
al., 2018; Mapp et al., 2019; Paik et al., 2019). Yet, as Paik et al. noted, “research, practices, and
policies are needed to better understand and support diverse socio-cultural contexts of children
from underserved communities in the U.S.” (p. 43). The current body of research has primarily
focused upon racial or ethnic populations of mostly African American and Latino families, while
a much smaller portion of the research has explored immigrant or refugee families’ engagement
with schools (Calzada et al., 2015). In areas where students from immigrant and refugee
communities make up a significant portion of the school’s population, the importance of such
targeted research is needed.
Statement of the Problem
Public schooling is a right and responsibility that requires massive investment of
resources, time, knowledge, funding, and authority. The process to achieve the essential
outcomes of American public education is often debated. Factory-like emphasis upon a
neoliberal perspective has shaped not only the practices but the purpose of public schooling
(Khalifa et al., 2016). Hursh and Martina (2016) described public schools as having a strong
neoliberal emphasis, “...which privileges market-based decisions over all other forms of decision
making, along with individual competition” (p. 190). They described a deemphasizing of
schooling that ensures all students have and value social democratic skills emphasizing
community, trust, and democratic deliberation (Hursh & Martina, 2016). There has been a
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growing resistance in America to the neoliberal emphasis upon individual competition, testing,
and privatization of schools (Hearst et al., 2017; Khalifa et al., 2016; Sergiovanni, 1994).
Parent Engagement and Closing the Educational Achievement Gaps
Even though Minnesota is considered as a state with quality education, there has been a
persistent gap in educational achievement between Students of Color and White students
(Grunewald & Nath, 2019). Discussions and initiatives for closing the achievement gap have
remained consistent in Minnesota schools, media, and political circles (Grunewald & Nath,
2019). Mahmoud and Hassan (2013) expanded on the academic opportunity gaps in Minnesota
by identifying several types of opportunity gaps and noting parents and communities can play a
huge role in tackling these issues in partnership with schools.
● The Preparation Gap. The achievement gap begins before children are old enough to
enter school. Upon entering kindergarten, they show differences in personal and social
development in language and literacy, in mathematical thinking, as well as in the arts and
physical development.
● The Belief Gap. The beliefs and expectations of students, parents, teachers, and the
community all contribute to the achievement gap: students, parents, teachers and the
community do not believe it can be closed until they see it done.
● The Time Gap. Many children have fallen behind one grade level or more. To
successfully address this shortfall will take time: more time focused on learning during
the school day, a longer school day and school year are necessary.
● The Teaching Gap. The single most important factor contributing to student success is
teaching excellence. Good teachers make good schools. Students taught by several
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effective teachers in a row perform well, no matter what their family background is,
while students taught by just two ineffective teachers in a row rarely recover.
● The Leadership Gap. The impact of principals and school leaders on student outcomes
is second only to that of teachers. The school districts that have been most effective in
closing the achievement gap are the ones led by strong and effective district
superintendents and school principals.
Families and parents can contribute to improvements in each of these areas. Research
points to the need for a strong family-school partnership to overcome these barriers (Epstein et
al., 2019; Hassan, 2018; Mapp et al., 2019).
Somali Community in Minnesota
The Wilder Foundation’s Minnesota Compass research tracks the state’s immigrant
population data. The reported population of Somalis in Minnesota was 78,846 (Minnesota
Compass, 2021). Also, in a 2021 report on English Language Learners (ELL), the Minnesota
Department of Education reported that Somali was the third most common home language in
Minnesota after English and Spanish with a total student population of about 25,000 (Minnesota
Department of Education [MDE], 2021).
Somali Students in Saint Paul Public Schools
The same (2020-2021) MDE report recorded the Somali students in Ramsey County, in
which Saint Paul is located, to be 4,866. Also, demographic data collected from Saint Paul
Public Schools recorded that Somali students make up 4% of the student body of 34,000 in SPPS
in 2021 (Saint Paul Public Schools, n.d.-a). While language use in the home provides insights
into ethnicity, it is not an accurate assessment of all who would identify themselves as Somali
since some parents choose English as the primary home language (Skuza, 2019). Some parents
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make this selection to avoid their children born in the United States to be labeled as ELL.
Furthermore, the Somali students are counted within the Black/African American racialcategory. Sahan Journal reported that many Somali parents chose segregated charter schools in
spite of SPPS’ diverse student and parent populations (Dernbach, 2022). The data showed that
the percentage of Somali students choosing SPPS was about one-third of school-age children in
Ramsey County. While many factors are in play, a case could be made that a strong parent
engagement program may attract more Somali families to enroll and stay in SPPS. While data on
testing outcomes for specifically Somali children in the schools is not disaggregated, the racial
category of Black/African American struggle in student achievement categories on standardized
tests and college readiness have been consistently low for the last two decades (Basford, 2010;
Courtney, 2015; Farah 2015; Hussein, 2012).
In Saint Paul Public Schools, there have been significant resources allocated to develop
programs, which can identify, contact, and engage the parents of the students in the district (Ngo
et al., 2007; Perry et al., 2020; Saint Paul Public Schools, n.d.-b). In reviewing the district’s
website, it is clear that many of the community engagement programs have sought to engage
culturally diverse groups of parents while others have targeted specific marginalized
communities (i.e. African American, Latino, Hmong, Karen, Somali, American Indian, and
others). These programs vary in their intentionality with some seeking to simply inform parents
while others hope to build partnerships in promoting healthy social and academic development
of children (Saint Paul Public Schools, n.d.-b).
SPPS implemented the Parent Academy (PA) program to engage the district’s diverse
community of parents. The program was modeled after the Parent Institute for Quality Education
(PIQE) in San Diego, California. The PA program was offered in English, Spanish, Hmong,
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Somali, and Karen languages. According to the PA curriculum handbook (2017, p. 11), a total of
5,262 parents participated in the Parent Academy from 2011 to 2017.
With the Parent Academy serving as a primary mode for engagement of parents of the
Somali community in Saint Paul, learning its methodology and impact is important to better
understand the value of this program and possible benefits or lack thereof that resulted. In 2013,
the Wilder Research led an external review of the SPPS Parent Academy program (Huynh,
2013). This study analyzed the first year of implementation and pointed to positive feedback
from the parents, but it cannot be assumed that it remains an accurate representation of the
program or its outcomes beyond that first year. Additionally, the research methodology applied
by Wilder Research included a pre/post parent survey but did not include parent feedback over a
long period. If the intention of the Parent Academy is to sustain relationships and build the
efficacy of parents in relation to the schooling of their children, an analysis of the impact years
after parent participation is needed. In an exhaustive review of literature, no further
documentation of the impact of the SPPS Parent Academy program has been published. Further
research is needed to learn about the cultural capital (Yosso & Burciaga, 2016) of the Somali
community and how this community’s attributes shape parent-child relationships and familyschool partnerships.
Somali Staff in Saint Paul Public Schools
Saint Paul Public Schools (SPPS) is one of the most culturally diverse school districts in
Minnesota but licensed staff of color and indigenous background is the same as the state as a
whole at about 5%. Since this research focused on the Somali community’s engagement with
SPPS, it is beneficial to present the Somali staff demographics in 2022. The total Somali-heritage
staff is around 30 employees. There are four licensed administrators and three licensed teachers,
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while the rest are cultural liaisons and bilingual paraprofessionals (SPPS Somali cultural liaison,
personal communication, January 26, 2022).. There is therefore a need for licensed staff from the
Somali community.
Somali Language and Culture Programs in Saint Paul Public Schools
There is a gap in students seeing role models who look like them in high-impact positions
in the district. Furthermore, there is no functioning Somali language program in the district,
whether as a heritage language or immersion program. These factors may be playing a role as to
why about one-third of Somali school-aged children in the district choose to attend SPPS while
the rest choose charter or private schools.
Purpose of the Study
It is important for the Minnesota educational systems to work effectively with immigrant
parents, some of whom face obstacles in navigating the school systems. The purpose of this
qualitative study was to investigate the effects of the Saint Paul Public Schools Parent Academy
(PA) program provided to Somali parents and determine whether parents perceive that these
efforts have led to greater parental engagement with the schools. The Parent Academy was
modeled after the Parent Institute for Quality Education (PIQE), a national model out of San
Diego, California. Even though much success has been attributed to the California model, it
remains unclear if the PA model has achieved similar outcomes for Saint Paul Public Schools.
This research will analyze data collected from the parents who have participated in the PA
program during the years of 2017 to 2019. A sample group will consist of about 24 Somali
parents who meet all inclusionary and exclusionary criteria set for the sample group.
This study is significant in that if minority students fail to succeed, there will be a ripple
effect on the workforce, social upward mobility, and overall well-being of Minnesota. It can
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affect the quality of life of Minnesota if students fail to graduate and gain access to higher
education. For the betterment of the state of Minnesota, it is vital that the significant achievement
gap between White students and Students of Color is urgently and adequately addressed. When a
large segment of the population fails to reach their potential, the entire population is negatively
impacted financially, emotionally, and through the innovative production of ideas and goods. As
a result, the state’s entire economic structure is negatively altered when a major sub-population
is not able to access or be prepared to succeed in higher education (Grunewald & Nath, 2019).
Therefore, it is imperative that educators actively research local student data in the key areas of
reading, math, and science, as a means of ensuring the successful educational achievement of
their students of color.
Exploration of how and why schools employ specific models of parent engagement
programs reflects the values and beliefs of where resources should be spent to positively
influence the school environment. How they spend their leadership and financial resources and
how effective those choices are is critical in advancing an understanding of how schools are
meeting their purposes. There are many aspects of the educational environment that school
districts may consider as they design and implement their parent engagement programs. Cultural
diversity is a key factor that districts must consider in determining parent engagement
methodology (Bal & Trainor, 2016; Dearing et al., 2015; Jeynes, 2012). Evaluating the capacity
of the Parent Academy of Saint Paul Public Schools to effectively engage culturally diverse
families would bring important insights to policy makers, academics, school professionals, and
families.
Somali Parents in Saint Paul Public Schools
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This study will examine the perspectives of the individual participants from the Somali
community, who participated in the Parent Academy program in Saint Paul Public Schools from
2017-2019. The study brings greater clarity to the individual parent’s perceptions of the
academic needs of their Somali immigrant student population and how these perceptions relate to
the school’s choices as well as those choices made by the family. It must be noted here that
Somali families are diverse in many ways, including socio-economic, educational, historical,
geographic and political backgrounds. Somali speakers have immigrated in substantial numbers
from four countries. Those who culturally identify as Somali originate in Somalia, the Somali
Regional State in Ethiopia, North East Kenya, and Djibouti with a combined population of 21.8
million people (“Somalis,” 2022). Therefore, references to “Somali Parents” should be
understood more broadly than simply assuming these families have come from the nation of
Somalia, since the parents in this study could potentially come from any of these regions. The
map in Figure 1 shows the areas of the Horn of Africa inhabited by Somali speaking people.
Figure 1
Somali Inhabited Regions of the Horn of Africa
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Note. From GEG 100 Online! Cultural Geography, Unit 2 Review, by M. Healy, n.d.
(http://www2.harpercollege.edu/mhealy/geg100/kelsey/unit2reviewnew.htm). Copyright by
Harper College.
This study fits within the broader body of literature that has explored parent engagement
and parent efficacy, particularly related to culturally diverse families connected to the school
systems (Calzada et al., 2015; Delgado-Gaitan, 1991; Hajisoteriou, & Angelides, 2016; Jeynes,
2011; Machado-Casas et al., 2018), factors shaping a school district’s parental engagement
policies (Jeynes, 2011; Nathan, 1997; Sergiovanni, 1994; Watson et al., 2012), and parental
engagement practices particular to SPPS and the Somali community (Basford, 2010; Ngo et al.,
2007; Noor et al., 2019; Pratt et al., 2019; Skuza, 2019).
The importance of parent engagement has been recognized for decades. Prominent
parent-school engagement researchers, including Epstein (2010), Jeynes (2018), and Mapp and
Bergman (2021), have written about the topic of parental/family engagement in schools. Their
research emphasized that greater parental involvement can lead to higher levels of student
achievement and improved student behavior, irrespective of such factors as socioeconomic
status or ethnic background (Epstein, 2010). Similarly, Mapp and Kuttner (2013) emphasized
that everyone benefits when teachers, parents, community members, and students have
ownership stakes in the school, and they see themselves as members of a school community.
Nature of the Study
The plan for this study is that the researcher will use a qualitative research methodology
to better understand parents’ perceptions of their experiences in the Parent Academy program as
well as determine parents’ perceptions of impact upon the relationship to the school district and
their child’s educational experience. As previously noted, the data sought from participants in the
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study relates to their perceptions of complex experiences and will require clear and scientifically
valid data collection from a significant sample. Due to the need for a larger data set, focus groups
have been selected as the preferred qualitative methodology. According to Liamputtong (2011),
each focus group should be no more than six to eight people. With a target of no less than sixteen
participants in the sample, this will necessitate no less than three groups formed and interviewed.
Focus groups are more than a conversation among participants discussing a topic; it is an
opportunity to set up intra- and inter- personal discussions among the participants to gain a more
thick and complex understanding of the focus of the study (Liamputtong, 2011).
After a review of literature related to focus group methodology (Creswell, 2012;
Liamputtong, 2011; Sim & Waterfield, 2019), the data collection approach will include the
following methods:
● Identification of Somali parents who have completed the SPPS Parent Academy
program from 2017 to 2019.
● Participants’ completion status will initially be determined by the fact that they
had completed both the pre and post surveys provided to them by the program
while they attended the classes.
● Focus group interviews of four groups will be conducted, where the researcher
will record and use focus group note taking methodology to document the
conversations.
Definition of Terms
The following terms, which are frequently used in this study, may require further
clarification to ensure accurate understanding of the literature review, research methodology,
analysis, and summary.
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Cultural Heritage
This is defined as the impact of cultural patterns upon an individual or group of people. A
teacher or student’s cultural heritage is determined based on their designation in cultural
classifications such as gender, religion, age, economic status, home language, race, and other
qualities associated with family identity (Constantinou & Wuest, 2015; Linton, 1945).
Efficacy
This is a construct described by Albert Bandura as “the conviction that one can execute
the behavior required to produce outcomes” (Bandura, 1977, p. 193). Hoover-Dempsey and
Sandler (1997) described efficacy as “the parent’s belief that personal action related to the
child’s schooling will be effective in improving school outcomes” (p. 27). Action or inaction will
be determined by their sense of efficacy. Individuals with a high level of efficacy are more likely
to act than those who have a low sense of personal efficacy (Freund, Schaedel, Azaiza, Boehm,
& Lazarowitz, 2018; Gonzalez-DeHass, & Willems, 2003).
Focus Group
This is a detailed analysis performed on a group to learn more about a particular issue
(Arifin, 2018; Mishra, 2016; Onwuegbuzie et al., 2009). Focus group practices tend to draw on
the pioneer psychologist, Robert Merton, where the questions are focused, there is no push for
common agreement among the group, the environment is safe for all to discuss the topic, the
group is homogeneous in regard to the focus topic, the group size fits the capacity of the
interviewer, patterns are explored as they appear within and between groups, the moderator is
skilled in leading the group, and the focus group analysis fits the study (Newcomer, Hatry, &
Wholey, 2015). Focus groups are understood to be an “appropriate methodology to generate in-
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depth and rich information about the perceptions and experiences of parents” (Baker, 1997, p.
128).

Parent
This refers to the adult or adults that care directly for a student in a manner similar to that
of a mother or father (Freund et al., 2018). In this study, the term parent may include a child’s
biological mother and father. It is common for other adults to be responsible for children,
including grandparents, aunts, uncles, and other family members (Jeynes, 2012). The adults that
care for children may not be their nuclear family members, but they assume the role of caring for
a child. Internationally, “duty bearers” (UNESCO, 2007), is used to describe those that assume
responsibility for a child.
Parent Engagement
This is a construct that is connected to parent involvement but goes deeper in terms of
action and commitment. Mapp and Bergman (2021) stated “Family engagement is a full, equal,
and equitable partnership among families, educators, and community partners to promote
children’s learning from birth through college and career” (p. 7). The term “engagement” will be
used in this study, as it represents higher levels of parent participation.
Parent Involvement
This is a social construct that has long been used in education research (Constantino,
2008; Schoff, 1916; Tekin, 2011). This construct refers to the parent activities, which contribute
to the education of a child. These activities can include creating a home environment that
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encourages learning, maintaining high expectations for achievement, and participating in their
child’s education at school and in the community (Henderson, n.d.).
Somali Parent
This is referring to a parent who speaks the Somali language and hails from any of the
Somali inhabited regions of the Horn of Africa. The Somali parent families in Saint Paul Public
Schools’ Parent Academy program could originally come from Somalia, Ethiopia, Djibouti, or
Kenya. All the participants are first generation immigrants.
Limitations of the Study
This qualitative research strives to bring to light the perceptions of experiences of Somali
parents who attended the SPPS Parent Academy program. As in any human subject study related
to schooling, it is hoped that stakeholders have good intentions for the success of the students.
Parents will need to be honest about expressing their insights to the best of their ability. Like all
complex perceptions, it is understood that not all possible data (parent perceptions) of an
experience can be collected by even the most careful researcher. Additionally, while sound
research methodology will be applied to the analysis of data collected, misinterpretation, bias,
and skills of the research can limit the credibility of the study.
Efforts to triangulate information can be complicated due to time lapse between moments
of data collection (Mills, Jadad, Ross, & Wilson, 2005) and initial pre/post-surveys taken by
parents that were collected by the school district. The survey data will be used to capture the
perceptions of the parents at the moment of taking the classes. Therefore, the researcher
addressed the need for triangulation of data by focusing on 2017-2019, the last three years of the
program before the COVID-19 pandemic. The objectives of the research include how diversity
and multicultural education is critical for the district and families, shared priorities of the
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district’s Parent Academy family engagement program, and whether it appears these are believed
to lead to better outcomes for families and their students. Additionally, this research will explore
other intentions of the PA program such as its goal of helping parents to become better advocates
for their children through the practice of leadership building capacity.
According to the district's data center (Saint Paul Public Schools, n.d.-a) SPPS had about
4% Somali students in grades K-12 in a district of about 34,000 students. The schools with the
most Somali students were Battle Creek Elementary (N=53) at the elementary level, Capitol Hill
Gifted and Talented at the middle school level (N=71), and Como Park Senior at the high school
level (N=95). The research will study parents from all the levels who participated in the Parent
Academy program. The following limitations to the study may be identified:
1. The participants will represent differing years of the Parent Academy and there may be
variances in experiences based upon the differences in the program from year to year.
2. Opportunities for parents to demonstrate, or to experience opportunities for engagement
with the district may be influenced by time and/or how long they have engaged with
school since attending the Parent Academy.
3. SPPS is a large school district with over sixty schools. Somali students are not
concentrated in particular schools within SPPS, but some have more students than others.
Each school has its own staff, culture, and engagement experiences. The specific
experiences of each parent will need to be generalized to determine patterns or themes
that cut across the district
4. The experiences of these parents and their perceptions are limited to the experiences of
one school district and cannot be directly applied to the context of other school districts.
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A sample of Somali parents who attended the Parent Academy program from 2017-2019
will be selected for baseline and follow-up data. Based upon qualitative research
recommendations (Baker, 1997; Creswell, 2012; Hancock & Algozzine, 2016), about 24
Somali parents will be selected and equally divided for participation in the four focus groups.
These parents will meet all the criteria for selection because they will be identified by Saint
Paul Public School’s data of who attended the Parent Academy for Somali families, they will
self-identify as willing to participate in the focus group, and will have agreed to be available
at the time determined for the focus group meetings and be capable of providing rich
responses for data collection.
Research Questions (RQs)
This research will focus on the immigrant Somali community, which has now called
Minnesota home for three decades. The research will attempt to answer the following questions:
RQ 1. What were the perceptions of Somali parents about the Parent Academy program in Saint
Paul Public Schools?
RQ 2. Were the school engagement perceptions of Somali parents changed after participating in
the Parent Academy program?
RQ 3. How do Somali parents view their engagement capacity with the schools their children
attend after they have completed the Parent Academy classes?
Assumptions
The following assumptions were made during this research:
1. The participants in this study are recognized to be only a segment of the total
population of Somali parents having attended SPPS’ Parent Academy program.

36
2. Parents have complex, rich understanding of their experience and any research
that seeks to better understand their perceptions will require methodologies that
allow for the best possible collection of data regarding their perceptions of the
topic of study.
3. Each participant in the focus group holds unique perspectives based upon, but not
limited to experiences with the SPPS school district, their interest and capacity to
learn what was presented in the Parent Academy, cross-cultural interactions, years
of parenting, current emotional state, willingness to be transparent with
information during the interview(s), skills in reflection, insights within a group
setting, and general support for the process of this academic research.
4. Parents’ desire to build rapport with the understanding, capacity, and interests of
the school staff at their child’s school.
Organization of the Remainder of the Study
Chapter 1 of the study has sought to present the foundations of the study by introducing
the problem, stating the rationale, presenting the research questions, and sharing some of the
underlying assumptions. Chapter 2 explored the topic in detail through a literature review of
materials on the subject of family engagement and the theoretical frameworks shaping the field.
Chapter 3 concentrated on the research methodology and design covering justification for the
study, variables, data collection, data analysis, and ethical considerations. In Chapter 4, the
research analyzed the data by looking at themes, patterns, and findings that emerge from the
pre/post-surveys and focus groups. Finally, Chapter 5 delineated conclusions of the research
premises. Finally, recommendations were made to educational practitioners, academia, and
parents on the implications of the findings of the research.
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Chapter 2: Review of Literature
Family engagement is a broad term that encompasses families as caretakers of children,
fostering strong relationships with schools to enhance quality education for students. Parents
have a critical role to play in the effective functioning of America’s K-12 schools, and therefore,
the imperative for a solid partnership between schools and parents (Garcia et al., 2016; Mapp &
Bergman, 2021). There is an extensive body of research exploring the various dynamics of the
parent-school relationships (Jeynes, 2012; Machado-Casas et al., 2018; Paik et al., 2019). A
common focus of the research on family-school engagement over the last fifty years, according
to Mapp and Bergman (2021), included an analysis of the dynamics of engagement of parents
and families of students to be more inclusive of America’s increasing cultural diversity.
The U.S. federal government’s Every Student Succeeds Act (ESSA) of 2015 replaced the
Elementary and Secondary Education Act (ESEA) of 2001. These overarching Federal laws have
placed significant emphasis on parental involvement in the education of their children. Under
ESSA, programs such as Title I for low-income families, Title III for English Language Learner
(ELL) students, and the Individuals with Disabilities Education Act (IDEA) for Special
Education services, all require parent participation in the planning and implementation of these
programs. The Child Welfare Information Gateway (2017) stated that under ESEA and ESSA,
“Parents are encouraged to be actively involved in their child’s education at school; parents are
full partners in their children’s education and are included, as appropriate, in decision-making
and on advisory committees to assist in their children’s education” (p. 4).
Extensive literature supports the numerous benefits of effective family engagement
models when implemented with fidelity in schools (Durisic & Bunijevac, 2017; Epstein et al.,

39
2019; Mapp & Bergman, 2021). This research will look deeper into the history, development,
and trends of this important topic.
In the following sections of the literature review, an analysis of the fundamental aspects
of the American public education system over the centuries is presented. This foundation is
necessary to ensure a cursory understanding prior to research efforts that explore how specific
communities such as the Somali immigrant families engage with the American school system.
History of Parent Engagement in American Education
It is not the intention of this researcher to assert that there is a linear and isolated
progression of philosophical thought stemming solely from ancient Greece, through Rome, into
Northern Europe, and culminating in modern American schooling. In fact, it is well established
that significant aspects of modern school systems have been shaped by philosophies practices
and values from all over the world (Hämäläinen, 2018; Jeynes, 2007; Urban et al., 2019). Yet,
the vast majority of academic literature focuses upon these canonical texts, ideas and
philosophies. Central to the Western Renaissance was the development of thought that
emphasized concepts of humanism, secularism, skepticism, rationality, individualism, and
scientific methods that inform with increasing accuracy, the human understanding of the world
(Davis, 2019). These concepts have had a significant impact upon the development of the
American models of schooling (Jeynes, 2007).
Philosophical Foundations of American Parenting and Child Development
Just as American educational systems have been heavily influenced by Euro-Centric
points of view, Western philosophy has had an impact on American perceptions of parenting,
human development and learning, schooling, and structure of social institutions (Davis, 2019).
Educational models are always evolving and it can take decades for a certain theory or practice
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to form. For example, early 20th century educational philosophers, such as John Dewey’s liberal
ideas, were influenced by earlier centuries’ writings of Rousseau, Locke, and Bacon. According
to Jeynes (2007), the main Western educational philosophies that influenced schooling and
parent engagement could be summarized as shown in Table 2:
Table 2
Roots of Parent Engagement in Western Philosophy
School of
Thought
Greek

Associated
Philosophers
Socrates, Plato,
and Aristotle

Roman

Cicero and
Quintilian

Early
Christian

The teachings
of Jesus

Biblical precepts,
God-given rights to
education, meritbased education.

Renaissance
Humanist

Martin Luther
(1483-1546),
John Calvin
(1509-1564),
and Desiderius
Erasmus (14661536)
Jean-Jacques
Rousseau
(1712-1778);
John Locke

Valuing the human
intellect with
dignity and honor
as a creation of the
divine.

Early
Liberal

Essential Ideas
Math, reading of
the classics, civics,
science, music, art,
and physical
education were
taught.
Oratory, good
character, research,
and group work
were emphasized.

Rousseau taught
that people were
inherently good,
Locke believed that

Relationship to
American Schools
These subjects
occupy a central
feature of the public
school system
coursework.

Relationship to
Parent Engagement
These subjects are
relevant to parents in
working with
American schools
today.

These areas of study
are still common in
curriculum and
pedagogy.

Immigrant parents
relate to these
subjects from their
home countries’
experiences.
Comparative and
Some parents
world religions are
appreciate the role
taught in schools.
of faith and
character
development in
education.
The humanities form School efforts on
an integral part of
equity and inclusion
studies in language
practices aim to
art and related
meet parents where
subjects.
they are regardless
of background.
Modern Educational
foundations and
psychology still rely

Parent-school
partnership
programs draw on
these ideas to
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(1632-1704);
and Francis
Bacon (15611626)

the child was a
heavily on these
educate the whole
blank slate, and
philosophies.
child.
Bacon proposed
learning by
experience rather
than reason
Late Liberal John Dewey
Dewey’s Learning
Providing students
Current parent
(1859-1952)
by Doing school at with flexibility, self- engagement models
the University of
discovery, and
place emphasis on
Chicago placed the choice remains a
child development
child at the center
viable model of
with parenting skills
of learning
education in schools. at the center.
Note. Adapted from American Educational History: School, Society, and the Common Good, by
W. Jeynes, 2007. Copyright 2007 by Sage.
Foundations of the American Education System
Reich et al. (2012) stated that Native Americans originated from Asia but settled in North
and South America after crossing an ice bridge on the Bering Strait from Russia to Alaska, North
America, thousands of years ago. They had established themselves as the indigenous people on
the continent. All the other racial and ethnic groups have arrived voluntarily or forcefully to
America in the last five centuries. These groups along with the indigenous people influenced the
languages, values, and beliefs that shaped the United States. However, the White, European
settlers became the dominant group over time as millions immigrated for different reasons,
culturally overwhelming. America thus became described as the land of immigrants. Then the
need for building skills and establishing schools became necessary. The 17th and 18th century
models of schooling were heavily influenced by the Pilgrims and the Puritans in Plymouth,
Massachusetts in the 1600s. The foundations of the current American public education system
were laid down by the early European settlers during the period of colonial settlements from
1607-1776 (Spring, 2019). The English, the Spaniards, and the French were all vying for
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influence to occupy America. Each power occupied a portion of the land from the Native
Americans. However, the two groups that made significant educational contributions in early
America were the Pilgrims who arrived in 1620 and the Puritans who came in 1630. Both groups
came to America to escape religious hardships in England since their denominations did not fully
agree with the Church of England. Although they were different in socio-economic status, the
two groups shared many core beliefs and common values when they settled in what later became
Massachusetts. A major reason these two groups were influential is that they highly valued
education (Spring, 2019). When the English Colonists arrived in Jamestown, VA, in 1607, and
Plymouth, MA, in 1620 and 1630, Native American tribes such as the Wampanoag resisted the
threat to their way of life and their very survival. In both the Jamestown and Plymouth colonies,
disease and warfare were rampant and social conditions were not conducive to learning. This
delayed the start of formal multiage-schooling. Eventually these efforts led to the founding of the
Boston Latin School and Harvard College in 1635 and 1636 respectively (Jeynes, 2007). These
school models were developed in an environment of small communities that were struggling for
survival, and later shaped the schooling system for years to come.
As the American Colonies developed, they increasingly wanted to assert their identity
and be free from reliance on England. By the time of the American Revolution, George
Washington, Benjamin Rush, Thomas Jefferson, and Noah Webster all advocated for
establishing a quality educational system to inculcate patriotism in the lives of young Americans
(Urban et al., 2019).
Puritan Educational Philosophy
The Puritans were a religious group that had highly educated clergy in England and they
wanted to have an opportunity to practice their faith freely. When they arrived in America, they
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sought to transplant their faith in the new land by educating their children to high standards.
They set down their educational philosophy at quite an early stage. For instance,
They believed that both parents and children had certain responsibilities when it came to
education and promoted what might be called a ‘holy triad’ in education, consisting of
the home, the church, and the school (Jeynes, 2007, p. 4).
Indeed, the need for strong relationship between family, faith-based organizations, and
academic institutions is as relevant today as it was in the 17th century.
Charity Schools and the Family
These early models of schooling were often faith based and strived to serve needy
children through charitable work. The Puritans recognized the critical value of the home in the
child’s upbringing. They saw the child as a wholesome person, who needed both religious and
curricula training. They also believed in the role of apprenticeship whereby children learned the
trade of their parents. They even went a step further to strike a balance between “discipline and
encouragement” in child rearing (Jeynes, 2007, p. 5).
The United States Constitution did not stipulate the right to education for all Americans,
but schools were established through “town councils, local churches, urban charitable societies
or—in more remote parts of the country—ad hoc groups of neighbors,” (Goldstein, 2014, p. 13).
The goals of these schools were to make society more conscious of its communal responsibilities
and to reduce barriers to education. Charity schools were established in colonial America to
educate a large number of children from poor families who could not afford the tuition. Faith
based organizations saw the opportunity to practice charity to prepare children with literacy
skills and for the trades. Charity schools were popular in urban centers, but efforts were also
made to open schools in the rural parts of the country. One of the positive aspects of the charity

44
schools was that teachers and parents got to know one another closely as they attended the same
community churches and social gathering spaces. Hence, there was an early introduction of
parent-teacher collaboration for student success. Modern day American education is deeply
indebted to the charity schools, which paved the way for tuition-free common public schools.
Instilling character education and morality served as foundations of early American
schooling. Another goal of these schools was to achieve greater public literacy, especially for
reading and interacting with the Bible. Furthermore, students were encouraged to take home
what they learned at school. The connection between the child, the parents, and school weakened
during the industrial revolution as society became compartmentalized and parents joined the
factory workforce in larger numbers, which negatively impacted school involvement. Jeynes
(2007) noted that, from the 1600s to the late 1800s, there was a significant drop in family
involvement in the relationship with the schooling of their children. Similarly, today, many
immigrant parents work shifts in low-paying entry level jobs that make it difficult for them to
participate in school activities.
Development of Public Schools
Horace Mann (1796-1859), born in Massachusetts, was one of the most influential
founders of modern American public education system. Mann believed in the transformative
nature of education and changed his professional focus from law to education. He saw the
significance of shaping the minds of future generations towards the development of a successful
democracy and civic society. As more students of modest income enrolled in public schools,
private and charity schools could not accommodate the growing numbers of poor and immigrant
students. Subsequently, Massachusetts and New York became the first states to provide taxfunded common schools to educate the masses (Urban et al., 2019). Mann’s ideas spread to other
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states and influential leaders began to adopt his philosophy including Catherine Beecher who
was his contemporary in advocating for public education (Goldstein, 2014).
Goals of Common Schools
When Horace Mann became the Secretary of Education in Massachusetts in 1837, he
called for free taxpayer funded schools that provided education to all children regardless of their
status (Goldstein, 2014). Catherine Beecher (1800-1878) lived in Litchfield, CT, and worked
with Horace Mann to support the common schools that shaped American public education.
Beecher was a champion of girls’ education and female teachers. She saw a similarity between
motherhood and teaching (Goldstein, 2014).
It is worthwhile to note that the main objectives of American public education have
remained consistent over the centuries, as shown by Table 3.
Table 3
Goals of Common Schools
Why Common Schools According to
Horace Mann in the 19th Century

Why Common Schools According to the Center for
Education Policy, Washington, DC. (2007)

1. Common Schools would level the playing
field between rich and poor students
2. Common Schools would promote moral
education
3. Common Schools would help ensure
quality education
4. Common Schools would unify the
country by teaching common values
(Jeynes, 2007, pp. 146-150)

1. To provide universal access to free education
2. To guarantee equal opportunities for all children
3. To unify a diverse population
4. To prepare people for citizenship in a democratic
society
5. To prepare people to become economically selfsufficient
6. To improve social conditions
(Kober, 2007)

Note. Adapted from American Educational History: School, Society, and the Common Good, by
W. Jeynes, 2007. Copyright 2007 by Sage. Adapted from Why We Still need Public Schools:
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Public Education for the Common Good (ED503799), by N. Kober, 2007. Copyright 2007 by
ERIC.
Structure of the Modern American Education System
Immigrant parents often struggle with understanding how their local schools operate. It
may take them years to become familiar with school structures. By providing parents with
organizational information, the education system could help them have a clearer idea of where or
how to start their school engagement. School options available to children include traditional
public school districts, charter schools that contract with state agencies, private religious or nonreligious schools, and home schooling.
The United States Constitution left the majority of educational funding to the states and
local jurisdictions. For example, in Minnesota, the state government bears 80% of funding,
followed by schools raising 17% funding from local city tax levies. The federal government
provides less than 5% funding for areas like special education, English language learners, and
Title I for low-income students (Corsi-Bunker, 2015). Schools also enjoy strong local support
based on their community structures. School governance is controlled by board members who
are elected by the local district residents. The school board then hires a superintendent who
manages the schools’ daily affairs from staffing to operations (Corsi-Bunker, 2015).
According to Corsi-Bunker (2015), the American grade system from Kindergarten (KG)12 system of educations is structured in several ways based on elementary, middle, or junior
high, and high school configuration. Corsi-Bunker adapted a layout of the American educational
system from the U.S. Department of Education, National Center for Education Statistics (2001)
(see Figure 2).
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Figure 2
Guide to the Education System in the United States

Note. From Guide to the Education System in the United States, by A. Corsi-Bunder, 2015.
Copyright 2015 by International Student & Scholar Services, University of Minnesota.
Familiarity with these structures can go a long way in building strong relationships
between parents and the schools their children attend.
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Parental Engagement in American Public Schooling
This exploration of the history of American schooling is a study of the past that focuses
on American educational systems, institutions, theories, themes and other related phenomena. A
matter of particular interest to this study is research that illuminates the history of parental
engagement in the American schooling processes.
Family engagement in a child’s education has deep roots and benefits from the
substantive literature to support it in K-12 education. The challenges of raising and educating
children remains a vital task for all families. From the time God created Adam and Eve and they
had progeny, parenting became a major responsibility for humanity (Abdi, 2018). Parents
undertook the challenging task of providing for their children and imparting basic survival skills.
Also, children were critical for hunting, grazing, and farming for families to meet basic needs.
Later, when more families and communities were formed, passing on culture and tradition
became important values to pass on to posterity.
Parenting Styles
The task of parenting itself has evolved with cultural and sociological changes over time.
Manzon et al. (2015) and Abdi (2018) cited Diana Baumrind’s (1967) three parenting styles:
authoritarian, authoritative, and permissive. Abdi (2018) mentioned the addition of “a fourth
parenting style called uninvolved or neglectful” (p. 13). Authoritarian parenting is seen as rigid
and heavy-handed on the strict side, authoritative parenting takes a middle course approach to
parenting, while permissive parenting tends to be haphazard and lacks structure and
consequences for the child. The uninvolved parent is absent or minimally available to attend to
the child’s needs at home or community. Manzon et al. (2015) adapted the graphic shown in
Figure 3 from Baumrind’s parenting styles (1967).
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Figure 3
Western Parenting Styles

Note. From “Parent Engagement in Education,” by M. Manzon, R. Miller, H. Hong, and L.
Khong, 2015, NEI Working Paper Series 7, p. 16. Copyright 2015 by Singapore National
Institute of Education.
As society developed, educating the offspring became an important stage of human
civilization. Parents nurture the child in the critical stages of life by providing basic needs as well
as socio-emotional well-being (Manzon et al., 2015). In reality, parents know more about the
child than educators, with first-hand perspectives to offer. That is why collaboration between
home and school is critical in line with the developmental stages of the child.

50
Berger (1991) stated that the Greeks, as noted by the philosophies of Plato (427-347 BC)
and Aristotle (384-323 BC), recognized the importance of educating children and equated
training the young to be of benefit to the state as well. Furthermore, Comenius (1593-1670)
included the importance of early childhood education by promoting that parents should influence
children in infancy since it was easier to shape them at that stage of development.
Initial efforts to establish parent awareness of their children’s education were recorded in
1855 (Debruyn, 2004). Furthermore, Bastyr (2000) related three child-rearing theories that were
practiced in the United States in the 19th century. These were the “depraved” child that must be
disciplined strictly, the “basically good” child that must be redirected with care, and the “blank
slate” child that was shaped by the environment. These theories were based on the teachings of
John Calvin (1509-1564), Jean-Jacques Rousseau (1712-1778), and John Locke (16321704). These thinkers left lasting influences on American parenting styles and child
development.
The church was strong in colonial America and the primary focus of parenting was to
impart Christian religious morals for parents and children. Schlossman (1976) documented that
modern parenting methods and child development took significant steps through the work of
psychologist and educator, Stanley Hall (1844-1924). He encouraged parents to observe their
children’s behavior closely. His theory was to leave children to explore nature to develop their
minds. Hall’s teachings were credited with the establishment of the Parent Teacher Association
in 1897 (Debruyn, 2004). The PTA has continued to organize and support schools with
fundraising efforts, advocacy for specialized programs, recruitment initiatives, and public
relations (Posey, 2012). Some researchers expressed that middle-class and affluent parents
engage more deeply in school parent organizations than low-income parents (Posey, 2012).
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However, the role of middle and upper-class parents has been questioned as exerting undue
pressure on teachers and administrators to benefit their specific students. Furthermore, their
efforts did not lead to integration and inclusion. Posey (2012) addressed the contradiction in
effort versus outcome,
This is the potential paradox: by supporting and investing in urban public schools, these
parent groups, particularly those connected to specific neighborhoods, may ultimately
serve as catalysts of gentrification and greater exclusion in urban public schooling (p. 6).
Theoretical Frameworks for Parent Engagement
Parent engagement literature presents various frameworks and models used in familyschool partnerships (Farah, 2015; Manzon et al., 2015; Paat, 2013; Yamauchi et al., 2017; Zhou
& Brown, 2015). Some researchers made a general overview of some of the frameworks while
others focused on specific models.
Some of the commonly used models in the literature included Bronfenbrenner’s
Bioecological Model of Human Development (Lopez-Levers & Hyatt-Burkhart, 2019), Epstein’s
Overlapping Spheres of Influence/Six Type of Parent Involvement Model (Epstein et al., 2019),
Hoover-Dempsey and Sandler’s Model (1997), Coleman’s Social Capital Theory (1988), Swap’s
Models of Parent Engagement (Swap, 1993), Han’s Four Stages of Immigrant Parent
Involvement (Han, 2012), and Mapp’s Dual-Capacity Building Framework (Mapp & Kuttner,
2013; Mapp & Bergman, 2019).
This study utilized three of these theories as guide. Bronfenbrenner’s Bioecological
Model of Human Development, Epstein’s Overlapping Spheres of Influence/Six Type of Parent
Involvement Model, and Mapp’s Dual-Capacity Building Framework. Some of the frameworks
are explained as follows:
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Bronfenbrenner’s Bioecological Model of Human Development
American psychologist Urie Bronfenbrenner’s theory has been widely used in education
and psychology since its inception in the 1970s (Guy-Evans, 2020; Manzon et al., 2015; Paat,
2013; Swanson et al., 2003; Tekin, 2011). The theory was later known as the Bioecological
Model of Human Development (Lopez-Levers & Hyatt-Burkhart, 2019).
Bronfenbrenner’s Bioecological Model analyzes human development through the
interactions of various ecological systems (see Figure 4). The layers overlap and increase in
proximity from microsystem to macrosystem (Bronfenbrenner, 1979, 2005).
Figure 4
Bronfenbrenner’s Bioecological Model of Human Development

Note. Adapted from Bronfenbrenner’s ecological systems theory by Olivia Guy-Evans,
2020. https://www.simplypsychology.org/Bronfenbrenner.html.
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Guy-Evans (2020) analyzed the Bioecological Model of Human Development from its
early stages in 1970s to its implications in the 21st century. This theory espouses that child
development occurs in multi-layered systems of influence that interact with one another and
affect the growing child positively or negatively. Bronfenbrenner’s theory shared some aspects
with Albert Bandura’s social learning theory (1977) and Lev Vygotsky’s sociocultural theory of
learning (1978) in which bioecological factors play a significant role in childhood experiences.
Starting with the child at the center, the ecological systems are microsystem, mesosystem,
exosystem, macrosystem, and chronosystem (Guy-Evans, 2020).
Systemic factors in the microsystem immediately and directly affect the parent. Examples
of the microsystem are family, school, daycare, and religious organization. In the mesosystem,
systemic factors may not interact directly with the child but the relationships among them affect
the child. For example, communication between the parents and the teachers can influence how
the child performs in school (Manzon et al., 2015). The exosystem is understood to be social
institutions such as extended family members that play a role in the well-being of the child. For
instance, uncles and aunts may be helpful or detrimental to the developing child. The
macrosystem involves larger societal issues such as beliefs and ethnic identity. Negative societal
narrative could have an impact on the self-esteem of the child. Examples include a child growing
up in a society that discriminates against their ethnic group, resulting in experiences of toxic
withdrawal that may subvert the ambitions of the child to move ahead (Guy-Evans, 2020).
Finally, the chronosystem is an additional layer that considers the child’s growth and changes as
part of the human life cycle. It accounts for key life events that the child experiences such as start
of school, graduation, marriage. The experience of Somali parents in Saint Paul schools are in
part, shaped by forces that may seem abstract, distant, or too large to effectively comprehend.
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Bronfenbrenner’s Bioecological system helps to shape this research in that it encourages an
analysis that explores the interconnections of the microsystem, mesosystem, exosystem,
macrosystem, and chronosystems of bioecological human development interactions (Guy-Evans,
2020).
Epstein’s Overlapping Spheres of Influence
The research will also use Joyce Epstein’s Theory of Overlapping Spheres of Influence to better
understand the family engagement practices of Somali parents in Saint Paul Public Schools.
Epstein’s theory emphasized that students succeed when families, schools, and the community
work together to guide and support student learning and achievement (Epstein, 2011; Henderson
& Berla, 1994; Hoover-Dempsey et al., 2005; Mapp & Bergman, 2021). In the Venn diagram
shown in Figure 5, the overlapping circles demonstrate the child as the common denominator
between school, family, and community. It is a framework frequently used for the
conceptualization of family-school engagements (Yamauchi et al., 2017). Epstein also added the
Six Types of Parent Involvement as a strategy to implement the theory in practice. Epstein’s
Overlapping Spheres of Influence Framework emphasizes strong interconnection between
school, family, and community through the Six Types of Parent Involvement.
Figure 5
Epstein’s Overlapping Spheres of Influence Theory and Six Types of Parent Involvement Model
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Note. From Parent Involvement: Increasing Student Literacy Skills & Values. Education 7201:
Seminar in Applied Research I, by E. Gil, 2012. SlideShare.
Epstein’s Six Types of Parent Involvement Model
The Six Types of Parent Involvement serve as practical activities to strengthen these
relationships. Epstein et al. (2019) explained the six types:
Type 1-Parenting activities illustrate how schools are working to increase families’
understanding of child and adolescent development. Parenting also includes activities that
help schools know their families. Educators need to understand parents’ hopes and
dreams for their children, as well as family and student interests.
Type 2-Communicating activities include strategies to improve two-way connection
about school programs and students’ progress.
Type 3-Volunteering activities mobilize parents and others who can share their time and
talents to support the school, teachers, and student activities at the school or in other
locations.
Type 4-Learning at Home activities provide families with information about the
academic work that their children do in class, how to help their children with home-work,
and other curriculum-related activities and decisions.
Type 5-Decision Making activities enable families to participate in decisions about
school policies, programs, and practices that affect their own and other children.
Type 6-Collaborating with the Community activities encourage the cooperation of school
and families with community groups, organizations, agencies, and individuals. (pp. 6466)
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Swap’s Models of Parent Involvement
Swap (1993) outlined four models of parent engagement: the Protective Model, the
School-To-Home-Transmission Model, the Curriculum Enrichment Model, and the Partnership
Model (Durisic & Bunijevac, 2017; Kimu, 2012). A brief explanation of each model is provided
as follows:
Protective Model. This model aims to keep parents and school staff away from one
another to avoid disagreements. The school takes the responsibility for students’ education and
parents leave that for the teachers and administrators. Collaboration and sharing school
information are discouraged.
School-To-Home Transmission Model. There are intentional efforts to make parents'
voices be part of the school’s operations. In this model, the school and the family each contribute
their part to support student success.
Curriculum Enrichment Model. Family input is incorporated into the school’s teaching
and learning initiatives. Parent perspectives on their culture and language are sought and
implemented where applicable. This enriches the school environment in benefitting the
background of its diverse populations. Hornby and Lafaele (2011) identified more parent
engagement models including expert model, consumer model, and partnership model.
Expert Model. This model gives absolute power to the teacher as the professional and
expert in the relationship. All facets of teaching and learning fall under the purview of the
teacher. The parents’ role is ignored, and their knowledge and authority completely denied.
Consumer Model. Parents are empowered to take initiatives about their children’s
learning while teachers provide them with the resources and information, they need to navigate
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the school system. Parents feel confident in their ability to make key decisions and are open to
supporting the outcome since they were part of it from the beginning.
Partnership Model. Durisic and Bunijevac (2017) explained the merits of this model.
Parents and educators work together to accomplish the common mission of helping all children
in the school to achieve success. Accomplishing this mission requires re-thinking the entire
school environment, as well as collaboration among parents, community members, and
educators. It differs from the other models in that it emphasizes two-way communication,
parents’ strengths, and joint problem-solving strategies; it also permeates the entire school, rather
than being restricted to certain aspects of the curriculum.
Han’s Four Stages of Immigrant Parent Involvement
Han (2012) made the case for working with immigrant parents according to their level of
knowledge and need about parent involvement. This model recognized the specific challenges
immigrant parents face in navigating a new system. Also, Han and Love (2015/2016) stated that
some parents in this situation may be dealing with refugee trauma, housing challenges, language
barriers, and lack of navigational capital. The author explained four stages that immigrant
parents contend with in working with schools; cultural survivors, cultural learners, cultural
connectors, and cultural leaders (see Figure 6).
Figure 6
Four Stages of Immigrant Parent Involvement
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Note. From “Stages of Immigrant Parent Involvement: Survivors to Leaders,” by Y. C. Han,
2012, Innovative Voices in Education: Engaging Diverse Communities. Copyright
2012 by Roman & Littlefield.
Han (2012) described parent involvement in stages that may be independent of one
another or may overlap. Parent engagement is an individual experience for each parent according
to their life experiences. Also, the parents’ level of engagement could be independent of the
length of time they have been in the country. Schools should therefore, according to Han (2012),
personalize services according to the needs of specific parents or parent groups.
For the purposes of this study, it is understood that these classifications could be applied
to Somali parents as to any other immigrant parent group. Congruent to Han’s assertion, Somali
parents are not monolithic (Hassan, 2018). Some are highly educated, some may lack formal
schooling, some may be new immigrants, and others may be long-term residents of the United
States. According to Han (2012), the stages of parent engagement are:
Cultural Survivors. The parents in this stage are completely new to school involvement.
They may have experienced a system in which a parent’s role was to provide food and shelter
but have nothing to do with school; or they may not have had any school experience and could
be illiterate even in their native Somali language. These parents rely heavily on family members
and multilingual staff for support.
Cultural Learners. At this stage, parents have some familiarity with the school system.
They can navigate their needs with support from the paraprofessionals or cultural liaisons in their
school. These parents attend conferences and school/district meetings intermittently.
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Cultural Connectors. Parents in this stage have had exposure and working relationships
with the school system. They may be familiar with the inner workings of the school such as
curriculum, assessment, or operations of the school. These parents may serve as resources for
other parents who may be less familiar with the school system.
Cultural Leaders. This is the most advanced stage of parent involvement. Parents have
the capacity to advocate for issues they are passionate about such as teacher diversity and
inclusion of home languages in the curriculum. Somali parents often call for Somali language
and culture to be taught in the schools. Some of these parents are able to lead workshops and
meet with district administrators to share their input. They can function in the multiple cultures
of the school system. The Somali Parent Advisory Committee of Saint Paul Public Schools likely
has membership of all four stages: cultural survivors, cultural learners, cultural connectors, and
cultural leaders.
Mapp’s Dual-Capacity Building Framework
Mapp (2013, 2019) published this framework to build the capacity of school staff and
families to create a balanced partnership. The framework consists of laying out the challenges,
essential conditions, policy and program goals, and capacity outcomes.
The challenge is that neither parents nor schools have had exposure to quality partnership
experiences but rather weak or negative interactions. The essential conditions consist of process
conditions and organizational conditions that build trusting relationships. The final outcome is
quality relationships that ensure student achievement and school success (Mapp & Bergman,
2021). This framework places strong emphasis on training the school staff and parents to solidify
the partnerships (see Figure 7).
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Figure 7
Mapp’s Dual Capacity-Building Framework

Note. From The Dual Capacity-Building Framework for Family-School Partnerships (Version
2), by K. L. Mapp and E. Bergman, 2019. Dual Capacity.
Selected Theoretical Frameworks and Models
All these theories and models impact the family engagement capacity of the Somali
community directly. However, it seems Bronfenbrenner’s Bioecological system theory works
well with Overlapping Spheres of Influence/Six types of parent Involvement. These two
frameworks will serve as the structural foundations for this research. The third theory is Mapp’s
Dual-Capacity-Building Framework will be used to strengthen gaps that may exist in the other
two frameworks in building strong school-home partnerships.
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Benefits of Parent and Family Engagement
Schools need to recognize parents as key stakeholders and they all bring assets in
working with the schools regardless of their status of education, socioeconomics, immigration, or
English proficiency. Mapp and Bergman (2021) provided a concise definition of the concept:
“Family engagement is a full, equal, and equitable partnership among families, educators, and
community partners to promote children’s learning from birth through college and career” (p. 7).
Also, Olsen and Fuller (2008) summarized the benefits of Parent Engagement for the main
stakeholders of any school: students, parents, staff, and schools reap some or all of these benefits
(see Table 4).
Table 4
Benefits of Parent Engagement
Stakeholders
For Students

For Parents

Benefits
● Increases student achievement regardless of socioeconomic status,
ethnic or racial background, or parents’ education level,
● Improves grades, test scores, and attendance,
● Improves students’ self-esteem and self-discipline, improves behavior
in school, and reduces suspensions for disciplinary reasons,
● Reduces placements in special education and remedial classes,
● Increases graduation rates and enrollment rates in postsecondary
education,
● Reduces behaviors such as alcohol use, violence, and antisocial
behavior,
● Improves the school performance of students from diverse cultural
backgrounds when parents and professionals collaborate to bridge the
gap between the culture at home and the culture at the learning
institution,
● Enhances outcomes (transitions, work quality, plans for the future) for
junior and senior high school students whose parents remain involved.
● Increases parents’ interactions and discussions with their children,
● Improves parents’ responsiveness and sensitivity to their children's
social, emotional, and intellectual developmental needs,
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For Educators

For Schools

● Increases parents’ confidence in their parenting and decision-making
skills,
● Increases parents’ understanding of the school curriculum,
● Increases the likelihood that parents will be involved with learning
activities in the home,
● Improves parents’ perceptions of and commitment to the school,
● Increases parents’ awareness of policies that affect their children’s
education.
● Increases likelihood of teachers and principals experiencing higher
morale and job satisfaction,
● Improves communication and relationships among parents, teachers,
and administrators,
● Improves teachers’ and principals’ understanding of families’ cultures
and unique circumstances, which in turn improves relationships with
families.
● Improves schools’ reputations and support in the community,
● Improves performance and the quality of programs than programs that
do not involve parents. (pp. 129-130).

Note. Adapted from “The Benefits of Parent Involvement: What Research Has to Say,” by G. W.
Olsen and M. L. Fuller, 2008, Home-School Relations: Working Successfully with Parents and
Families. Copyright 2008 by Allyn & Bacon.
Family Engagement has the potential to make the voices of parents matter in significant
ways. It is worth meeting parents where they are and investing in developing their capacity to
build strong partnerships with schools.
Barriers to Effective Family Engagement for Immigrant Parents
Immigrant students and parents are one of the fastest growing populations in American
schools (Baker et. al, 2016). This population faces many challenges in adapting to the new
educational environment. Sapungan and Sapungan (2014), Aleixo (2012), Arias and MorelloCambell (2008), and Hassan (2018) identify some of the barriers to successful parental
engagement. Aleixo (2012) summarized the main barriers:
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● School-based barriers—schools’ reproduction of the deficit model when dealing with
diverse populations, viewing them as lacking resources and interest in education
● Lack of English language proficiency—the English-only system used by many
schools can feel unwelcoming to parents with low English language proficiency
● Parental educational level—many ELL parents lack experience in U.S. schools and
have limited schooling
● Differences between school culture and home culture—differences in school
personnel and parents’ perceptions and expectations of roles they should play in the
education of children; and
● Logistical issues—parents’ limited resources for transportation and time off work. (p.
12)
Similarly, Hassan (2018) studied Somali parent engagement in the United Kingdom
(U.K.) and reported:
Parents identified six types of challenges: their own level of education, a lack of time, a
lack of knowledge of the education system in the United Kingdom, language barriers,
household size, fear of authority, and cultural dissonance (p. 102).
While the educational experience in the U.K. and the U.S. may be different, Somali
parent experiences with schools are similar. In addition to common challenges for immigrant
parents in general, the Somali parents expressed household size as a challenge since many
households have five school-aged children, with the mother as the primary care provider.
Another area mentioned is fear of authority in that first-generation immigrants face the
challenges of parenting in the new Western environment. Parents fear their child will be taken
away from them if they raise concerns (Abdi, 2018; Hassan, 2018). The social services and
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schools need to strike a balance between parent empowerment and child welfare to build trust
with the parents (Abdi, 2018). Another point raised by Abdi mentions cultural dissonance
between school staff and the Somali families. Hassan (2018), Dryden-Peterson (2018), and
Abraham (2020), reported that schools do not have a clear understanding of how to
accommodate Muslim religious practices such as prayer times and fasting in Ramadan for
Muslim students. These are areas of great anxiety for Somali parents with students in public
schools. Cultural competency and culturally responsive teaching could play a role bridging these
gaps.
In Minnesota, the law allows parents to take time off from work to attend meetings at
school, including parent-teacher conferences. But they need to know their rights to make such
requests. Additionally, Title I funding for low-income families could be accessed by schools to
provide transportation and childcare to parents attending school events. The SPPS Office of
Federal Title I programs shares guidelines with schools at the beginning of each year. The 2020
Annual Title I Tool Kit explained:
Title I Funds may be used to remove barriers to parents participating in their children’s
education. Title I schools must conduct an annual evaluation of the content and
effectiveness of the parent and family engagement policy in improving the academic
quality of all schools served under this part. (p. 6)
The challenge for educators is to find ways to mitigate these barriers and create a solid working
environment for family-school collaboration.
Education of Immigrant Students in the United States
Apart from the Native Americans, all the other ethnic groups have immigrated to this
land at some point in the last five centuries. The relationship between educational attainment and
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newcomers to the country has been a part of the American story. The past educational
experiences inform the current and future practices (Urban et al., 2019).
The Native Americans saw Western schooling as a source of disunity, hunger,
disintegration, immorality, alien influence, and religious subjugation. They resisted the forceful
assimilation of schools. The dominant establishment on the other hand, used schools as social
experiments to favor the Anglo-Saxon and European inhabitants (Spring, 2019).
Schools interacted with new immigrants based on societal changes, politics of the times,
educational practices, and existing school climate. Even though the historical conditions were
different, the common theme was to assimilate newcomers into the dominant socio-cultural
structures (Urban et al., 2019). Most of the immigrants up to the 20th century were from Europe.
Millions came from Germany, Italy, Ireland, Great Britain, Austria-Hungary, Russia, and the
Scandinavian countries. School was expected to unite all these groups and to Americanize them.
As mentioned earlier, immigrants had a key role in the establishment of free public schools in the
United States. Educators promoted schools to instill democratic values and forge national
identity for the young country. Hence, character building and civic responsibility teaching
became key goals of the American educational establishment. The school curriculum was based
on patriotism and Protestant moral teachings based on Biblical teachings.
In the 19th century, immigrants responded to school culture in different ways. Some
viewed public school pressure as untenable and left to open private schools. Others chose to
apply pressure on the schools from within to make changes and accommodate their needs. For
example, asking schools to allow curriculum choice or permitting use of home languages in
school settings sufficed for them.
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However, there was an influx of Russian, Jewish, and Italian immigrants in the beginning
of the 20th century. Issues of community solidarity and national outlook were heightened. Also,
the nature of the labor force was rapidly changing as industrialization took shape. Once again,
schools became the battleground for America’s changing demographics to fit into the melting
pot. Schools attempted to assimilate the new wave of immigrants with varying degrees of
success (Spring, 2019). As an example, New York schools acculturated the Jewish immigrant
students to conform to societal dictates to seize the American dream of learning English and
moving up the economic ladder (Urban et. al., 2019). Europe became more affluent and stable
and immigration from many other parts of the world opened up after the Immigration and
Naturalization Act of 1965. Currently, immigrants from Latin America, Asia, and Africa form a
huge portion of the refugee and immigrant populations to the United States. In fact, the
demographics of the country is shifting such that children of new immigrants are becoming the
majority in lower grades in some states, especially in the Southwest. According to data from the
National Center for Education Statistics (2001), in 2018 the White student population was 47%,
while the students of color and Indigenous backgrounds constituted over 50%.
Student Demographic Changes in Minnesota and Saint Paul Public Schools
The K-12 student demographics have been changing as a result of an increase in the
combined students of color population in Minnesota and Saint Paul Public Schools. In 2020, data
from the Minnesota Department of Education and Saint Paul Public Schools’ Data Center
showed that the total number of students of color was more than the White student population
according to the data shown in Table 5.
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Table 5
Racial/Ethnic Enrollment Diversity in Minnesota and Saint Paul Public Schools in 2020
Race/Ethnicity

Minnesota

Saint Paul Public Schools

American Indian/Alaska Native

1.7%

1%

Asian

7.0%

30.7%

Black/African-American

11.6%

25.4%

Hispanic/Latino

10.1%

13.8%

Native Hawaiian/Pacific Islander

0.1%

0.0%

White

63.7%

21.0%

Two or more races

5.7%

8.2%

Note. From Minnesota Department of Education (MDE) Minnesota Report Card (2020).
Minnesota data predicts the upward trend of the Black Indigenous and People of Color
(BIPOC) student numbers in Minnesota. Therefore, both teaching and learning need to adapt to
this new reality by preparing culturally relevant curriculum in schools. Diversity and inclusion
initiatives in Minnesota contribute to the integration of various ethnic groups and also lead to
more tolerant racial, cultural, and religious co-existence.
Minnesota has been home to German and Scandinavian immigrants in the 19th and 20th
centuries. There are strong German, Swedish, Norwegian, and Finnish connections in Minnesota.
However, the state also welcomed new immigrants in recent years (Abraham, 2020; Ibrahim,
2021). According to Johnson (2015), the top home languages in Minnesota schools are English,
Spanish, Somali, and Hmong. Somali is the third highest language. Also, Saint Paul Public
Schools’ most common home languages are English, Hmong, Spanish, Karen, and Somali in that
order. There is therefore great value for the district to find out the family engagement efficacy of
Somali parents for recruitment and retention purposes.
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Building Strong Family-School Partnerships
There is much emphasis on bridging the divide between educators and families in terms
of perceptions or realities of their roles. It is therefore critical to build on the momentum for
policy makers, school districts, families, and school staff to be on the same wavelength to
advance student achievement and school performance.
There is a trend to expand the concept of partnership to recognize the various ways
parents of all backgrounds support their children. Mapp et al. (2019) made the case that both
schools and families need training to bridge the gap between them. The authors created a rubric
of the four types of partnerships that schools engage in on a continuum: Partnership School,
Open-Door School, Come-If-We Call School, and Fortress School. A partial adaptation of the
rubric is presented in Table 6.
Table 6
Versions of Family-School Partnerships
PARNTERSHIP
SCHOOL
All families &
communities have
something great to
offer—we do
whatever it takes to
work closely together
to make sure every
single student
succeeds.
Building
Relationships
- Family center is
always open, full of
interesting learning
material to borrow.

OPEN-DOOR
SCHOOL
Parents can be
involved at our school
in many ways—we’re
working hard to get an
even bigger turnout
for our activities.
When we ask the
community to help,
people often respond.
Building
Relationships
- Teachers contact
families once a year.
- Parent coordinator is
available if families

COME-IF-WE-CALL
SCHOOL
Parents are welcome
when we ask them, but
there’s only so much
they can offer. The most
important thing they can
do is to help their kids at
home. We know where
to get community help if
we need it.
Building Relationships
- Better-educated
parents are more
involved.

FORTRESS SCHOOL
Parents belong at home,
not at school. If students
don’t do well, it’s because
their families don’t give
them enough support.
We’re already doing all
we can. Our school is an
oasis in a troubled
community. We want to
keep it that way.
Building Relationships
- Families do not “bother”
school staff.
- “Minority families don’t
value education”.
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- Home visits are
have questions or need - “Many immigrant
- Parents need security
made to every new
help.
parents don’t have time clearance to come in.
family.
- Office staff are
to come or contribute”.
- It is important to keep
- Activities honor
friendly.
- Staff are very selective community influences out
family contributions.
- Staff contact
about who comes into
of the school.
- Building is open to
community agencies
the school.
community use and
and organizations
social services are
when help is needed.
available to families.
Note. Adapted from Powerful Partnerships: A Teacher’s Guide to Engaging Families for
Student Success, by K. L. Mapp, I. Carver, and J. Lander, 2019. Copyright 2019 by Scholastic.
Seven High Impact Habits of Family Engagement
Also, in a staff development presentation, Mapp listed these seven high impact habits of family
engagement:
● Infrastructure for Family Engagement in place, someone in charge of work, dedicated
senior leadership or team, coordinate throughout the schools;
● Family Engagement linked to learning of the schools, district, data, challenges,
struggle areas;
● Policies are changed to enhance enable not constrain Family Engagement, change
time for Parent-Teacher conferences, when can families and teachers talk to each
other;
● Cultivating face to face opportunities, parent conference held in the community
locations, ice breakers for families with human bingo, someone who meets those
categories, mix and mingle opportunities, weddings and showers;
● Meaningful and authentic engagement in decision making, Boston the way students
change classes, community meetings on parent input;
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● Robust professional development for practitioners, practice, coaching, training for all
staff;
● Accountability and measured structure can change systems (Perry et al., 2020).
Aligning Administrator and Teacher Perceptions About Parent Engagement
Research points to a mismatch between teachers’ and administrators’ strong beliefs about
the importance of parent engagement and the actual classroom or school practices. DrydenPeterson (2018) stated that schools expect immigrant parents to conform to the White, middleclass view of parent engagement. A recurring theme in the literature is a deficit mindset teachers
and administrators have about immigrant and low socio-economic status (SES) families (Mapp et
al. (2019). As Mapp et al. points out, perception gets in the way of building trusting relationships
with parents. Research is calling for schools to hire bilingual staff and cultural bridge builders to
reflect the growing diversity in many districts in Minnesota.
The federal No Child Left Behind Act (NCLB) calls on schools that receive Title I, Title
III, or IDEA funding, to build collaboration with parents of students they serve. There has to be
annual reporting of parent involvement activities to receive funding. Research and best practice
strategies emphasize family–school relationships that promote academic, socio-economic, and
social and emotional well-being of black African immigrant children in the United States”
(Dryden-Peterson, 2018, p. 3). It is imperative to build a healthy respectful partnership between
schools and families for student success. These stakeholders must work together or they both fail
at their core function of raising future responsible adults. Drysden-Peterson (2018), used
Bandura’s (1977) social cognitive theory of self-efficacy to ground their research. This means
when people feel empowered and confident, they can accomplish more in the face of challenges.
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Therefore, boosting parents’, teachers’, and administrators’ self-efficacy will go a long way in
creating a positive teaching and learning school climate.
According to Wood and Bauman (2017), the literature research on family/parent
engagement encouraged establishing strong relationships between families and schools. They
summarized the best practices for enhancing family-school-community partnerships:
● Provide opportunities for parents to work together, learn from each other, network,
and build social capital.
● Focus on empowering parents, building parent leadership, and developing capacity
for families to act as partners in decision making with schools.
● Offer classes and courses for families that can improve adult life skills, increase their
ability to support their children’s education and learning, and get them involved in
community building and advocacy.
● Provide training, resources, and support to encourage family engagement at home.
● Offer multiple ways for families to be involved at school that are linked to learning
and program improvements.
● Provide specific and targeted outreach to parents, including the use of technology,
which creates meaningful, two-way communication opportunities.
● Create initiatives that target increasing parental goals and aspirations for their
children.
● Focus on building trusting and respectful relationships among staff, families,
students, and community members that recognize, respect, and address cultural and
class differences.
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● Develop purposeful community partnerships focused on increasing access to
resources and services and engaging stakeholders as decision makers.
● Build the capacity of both families and school staff to share responsibility and work
together as equal partners in improving school and student outcomes. (p. 21)
The current literature on parent/family engagement has shown the different kinds of partnerships
schools can engage in with explanation of the most effective types. Epstein et al. (2019) and
Mapp et al. (2019) took further steps to provide handbooks and action guides for schools to use
in building strong partnerships with families.
Culturally Responsive Instruction and Family Engagement
There is renewed interest in the Culturally Responsive Teaching model and how it could
contribute to alleviating the cultural and academic achievement gaps in American schools. The
Saint Paul School district has made this issue a center stage of its culture by training all district
administrators on this concept. Hammond’s book, Culturally Responsive Teaching & The Brain
(2015), has been provided as a resource, and one of the professional development sessions based
on the book started with this statement:
In recent years, there’s been a lot of talk about the reasons behind the low performance of
many students of color, English learners, and poor students. Rather than examine school
policies and teacher practices, some attribute it to a “culture of poverty” or different
community values toward education. The reality is that they struggle not because of their
race, language, or poverty. They struggle because we don’t offer them sufficient
opportunities in the classroom to develop the cognitive skills and habits of mind that
would prepare them to take on more advanced academic tasks. That’s the achievement
gap in action. (Boykin & Noguera, 2011; Hammond, 2015; Jackson, 2011)
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Hammond (2015) called for establishing learning partnerships between students,
teachers, parents, and community. Equity and social justice became front and center of teaching
and learning in SPPS. Educators were encouraged to strive to recognize bias, microaggressions,
and generate trust with the students and families they serve.
Culturally Responsive instruction is also being applied to family engagement. Perry et al.
(2020) addressed culturally responsive teaching and sustainable education (CRSE) in a video
overview of the concept. The speakers from New York University (NYU) Metro Center asserted
that CRSE called for maintaining the cultural, literacy, and diversity of people of color. Families
and schools form partnerships to develop all areas of the schools’ operations. In this scenario,
there is an equitable balance of power in the key decisions affecting students and families. The
schools welcome the family’s knowledge and expertise about their children. Henderson et al.,
(2007) encouraged schools to pivot to a shared model of family engagement rather than the
common school initiated top-down format.
Muslim Students in Minnesota Schools
According to Augsburg University and Minnesota Education Equity Partnership
(MnEEP) research, there were over 25,000 Somali students in Minnesota schools (Johnson,
2015). The Somali students and families are therefore impacted by attitudes and stereotypes
about the Islamic faith or its followers. According to Abraham (2020), many of the cultural
accommodations Somali families need are mostly faith based. Educating and empowering school
staff about these needs will go a long way in contributing to a more welcoming and equitable
climate for Muslim/Somali students and families (Bonawitz, 2013). Moreover, there is a growing
body of literature on Muslims students and Muslim immigrant families in the United States.
Abraham (2020), Farid and McMahan (2004), Abdi (2018), and Dryden-Peterson (2018),
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discussed the need for accommodating Muslim students’ religious needs in public schools.
Kaufman and Niner (2019) reported an increase in “Muslim racialization” and “victimization” in
American schools because of heightened Islamophobia (p. 6).
Anti-Muslim rhetoric at the political, media, and institutional level have led to hateful
and violent treatment of Muslims (Abraham, 2020). Muslim students also face challenges of lack
of understanding and preparedness by school staff leading to bullying. It is important for school
staff, administrators, teachers, and support staff, to familiarize themselves with Muslim religious
and cultural practices to provide a welcoming and safe environment for learning (Abraham,
2020). Identity struggles of fitting in or staying anchored to their faith force students to make
uncomfortable decisions in a negative atmosphere of othering (Bonawitz, 2013). This is an area
that needs deeper research as schools struggle with equitable education.
The Somali Community Within Minnesota’s Diversity
Ethnic Somalis are transnational people who reside in Somalia (the unification of the
former British and Italian colonies), Ethiopia, Djibouti, and Kenya. This is the result of the
colonial partitioning that divided the Somali inhabited regions into five parts (Abdi, 2015;
Ibrahim, 2021; Yusuf, 2012). Britain occupied the north, Italy the south, France ruled Djibouti,
and ethnic Somali inhabited regions in Ethiopia and Kenya. The Somali families referred to in
this research hail from all of these areas and not from the country of Somalia alone.
Somali immigrants came to Minnesota in large numbers starting from 1992 after the
breakout of a civil war and the breakdown of the central government in their homeland in 1991
(Yusuf, 2012). Somalia gained independence on July 1, 1960 after the unification of the British
and Italian parts. As for Minnesota, Liuzzi (2016) reported in the Minnesota Compass Website
that about 78,846 Somalis reside in the state. Since Somali parents and families are the focus of
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this study, it is worthwhile to look at the cultural assets this community brings to Minnesota’s
landscape. Yosso (2005) identified six types of capital in her cultural wealth model. These were
aspirational, linguistic, familial, social, navigational, and resistance. This model is helpful for
educators to learn about the assets and background of students and families in their classrooms.
However, familial capital is the most relevant for this research.
According to Yosso and Burciaga (2016), “familial capital refers to that cultural
knowledge nurtured among familial (kin) that carry a sense of community history, memory, and
cultural intuition” (p. 3). The family forms the bedrock of Somali society (Ibrahim, 2021).
Maintaining ties of kinship serves as a glue that holds family members together. Also, Somali
families have a large number of children (Ibrahim, 2021), and parents’ prestige is measured by
the number of children they have. This has implications for schools as some districts have
reported that Somali students populate schools at a higher proportion than the ratio of the Somali
community in that district. Abraham (2020) cited Willmar, Minnesota as an example, “The total
population of Willmar is just over 19,000 and Somalis account for 7% of that. But in the local
school district, Somali children account for about 20% of the student population” (p. 45).
Also, according to Katsiaficas and Park (2018), Minnesota enjoys a superdiverse Dual
Language Learner (DLL) student and family populations. In data collected from 2011-2015,
Somali parents of DLLs aged through eight constituted about 10% of the total DLL population.
Also, 42% of DLL Black parents hailed from Somalia followed by Ethiopia with 17%
(Katsiaficas & Park, 2018).
Respect for parents and communal care for the offspring are important roles for Somali
families (Abdi, 2018). The family extends beyond the nuclear unit and extends to aunts, uncles,
and cousins of both the paternal and maternal sides. The most significant form of identity is the
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clan or tribal system to which people who share a common ancestor band together for protection,
support, and clout (Abdi, 2015; Abdi, 2018; Ibrahim, 2021). Also, children were taught to
memorize their lineage back to a line of paternal ancestors. This oral tradition is practiced less in
the modern-day era in the cities. However, some families keep a written family list to maintain
their family history.
Parent Engagement in Saint Paul Public Schools
The Saint Paul Public Schools’ Office of Family Engagement and Community
Partnerships was created to streamline the various family engagement initiatives operating in the
district as explained in the webpage for the Office of Family Engagement and Community
Partnerships (Saint Paul Public Schools, n.d.-b). As with any effort to coordinate disparate
efforts, there were challenges in bringing various departments and schools together to work with
families in a coordinated way. Internal and external stakeholders needed to own the work. The
process was intended to further engage those groups but also to follow through on the goals of
the plan. The family engagement leadership team had to commit at the highest levels to integrate
those priorities into all of family engagement work.
The main result of this process was a more effective and efficient approach to engaging
stakeholders. This plan linked district strategic plan efforts that relate directly to families. Many
individual departments/offices and schools have put a lot of resources into building familyschool-program partnerships and systems to support them, but there must be a coordinated
systematic effort to realize the full potential of these efforts.
Somali Parent Engagement in Saint Paul Public Schools
The plan of this research is to further examine the family engagement experiences of
Somali parents who participated in the Parent Academy (PA) program. Somali students
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constitute 4% in grades K-12 in SPPS (spps.org/datacenter). Also, Somali students are not
concentrated in specific schools even though some schools have more numbers than others. This
research will study parents from elementary, middle, high school, and special education, who
participated in the PA program.
The most visible form of Somali parent engagement in SPPS is the Somali Parent
Advisory Council (SPAC). This is part of the district’s advisory councils that operate out of the
Office of Family Engagement and Community Partnerships (OFECP). There is a dedicated
cultural specialist who organizes the activities of the council. It held monthly to quarterly
meetings physically before COVID-19 or virtually since the pandemic disruptions. The council
discusses and presents issues pertaining to the Somali community to the district administration
and school board. Parents provide input on items such as new initiatives, surveys, budget, levies.
Some of the parents participate in both the SPAC and PA programs. Somali parents have
generally not been active in the traditional Parent Teacher Association (PTA) or Parent Teacher
Student Association (PTSA) in their schools. As stated earlier, immigrant parents may feel
uncomfortable or intimidated by the mostly middle-class affluent configuration of most PTAs in
Saint Paul Public Schools.
The Somali families have communal structures wrapped around clans, tribes, and
families. These systems expect children obtaining good education, income, and social status to
contribute to the advancement of the community (Ibrahim, 2021). There is therefore a vested
interest for all the family members to support the education of their children. As Ibrahim noted, it
is common for a sibling, an uncle or aunt, or a grandparent to represent the biological parents in
school related matters such as parent-teacher conferences.
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The Somali extended family system is similar to the Latino community in San Diego,
CA, who established the Parent Institute for Quality Education (PIQE) upon which the SPPS
Parent Academy model is based. Researchers, including Chrispeels et al. (2008), Chrispeels et al.
(2004), Vidano and Sahafi (2004), Chrispeels and Gozalez (2006), and Martin and Espinosa
(2008) have reported the success of the Parent Academy (PA) flagship program the Parent
Institute for Quality Education (PIQE) in San Diego, California. Researchers reported that both
parent engagement and student achievement improved as a result of participation in the (PIQE)
program. The aim of this study is to explore if the beliefs and perceptions of parent engagement
will be enhanced with the immigrant Somali community in Saint Paul, Minnesota.
SPPS has declared a commitment to the goal of providing quality education for every
child in the district. To achieve this goal, SPPS wants to establish partnerships with parents and
with the community. Everyone gains if school and home work together to promote the high
achievement of children. Neither home nor school can do the job alone. Parents play an
extremely important role as children’s first teachers. Their support for children and for the school
is critical for student success at every step along the way.
The Parent Academy Program in Saint Paul Public Schools
Minnesota is one of the states that invested in a national model of parent involvement
called Parent Institute for Quality Education (PIQE) originating in San Diego, California in
1978. Latino parents were disconnected from the schools and parent leaders approached the
school system with this model to engage the parents. The PIQE website explains the goals of the
program: “Parent Institute for Quality Education (PIQE) engages, empowers and transforms
families by providing the knowledge and the skills to partner with schools and communities to
ensure their students achieve their full potential” (Parent Institute for Quality Education, n.d.).
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In Minnesota, several districts including Minneapolis, Brooklyn Center, Duluth, Osseo,
Richfield, and Saint Paul Public Schools, have adopted the program under localized names
(Schwartz, 2012). In Saint Paul, it is called the Parent Academy (PA) and this is the model this
study will focus on with Somali parents who participated in the program.
The Parent Academy was a signature program of the SPPS Office of Family Engagement
and Community Partnerships. The program received its funding from Title I, Title III, the City of
Saint Paul, and foundations. The PA is an intensive program that runs for eight weeks: six weeks
of content curriculum, one week of college visits, and culminating in a fancy graduation with
caps and gowns for the graduating parents. According to the Office of Family Engagement and
Community Partnerships, the graduation ceremony is attended by families, school board
members, the superintendent, and representatives from the University of Minnesota (Saint Paul
Public Schools, n.d.-b). The aim of the program was to inspire parents and guardians to envision
access to college for their children.
The Parent Academy program uses the train-the-trainer model. Parents, community
members, and district staff who are interested in teaching are trained on the curriculum and
pedagogical strategies. PA is taught in English, Hmong, Spanish, Karen, and Somali, which
represent the five languages with the highest number of students and families in SPPS. Parents
therefore sign-up for the language that they are most comfortable. Recruitment is done at the host
school with support from the administration, teachers, and bilingual paraprofessionals. Logistical
support with food, transportation, and childcare are provided. The curriculum for the different
levels is as follows:
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Pre-Kindergarten Curriculum
Brain Development; Health, Nutrition, and Active Learning; Positive Discipline; PreReading Skills and Language Development; Early Math; and Finding Social Services Within the
School and Local Community.
Elementary Curriculum
Home/School Collaboration; The Home, Motivation, and Self-Esteem; Communication and
Discipline; Academic Standards; How the School System Functions; The Road to
College/College Visit.
Middle School Curriculum
Adolescence: A Time of Change and Growth; Positive Communication Enhances SelfEsteem; How to Motivate Teenagers to Read; Obstacles That Get in the Way of Success in
School; How the School System Functions; The Road to College/ College Visit.
High School Curriculum
Final Destination--College; Classes That are Academically Rigorous; High School
Planning Chart, Requirements and Programs; SAT and ACT; Review of Academic Plan with
Counselor; Discussing Post-Secondary Options; Financial Aid & College Visits.
Summary of the Literature Review
The literature review has attempted to show the wealth of research and writing allocated
to parent engagement and the importance of partnerships between schools and families. The
roots of the topic are as old as the human development to establish education for their offspring.
The benefits, barriers, and successes of parent engagement have been outlined. This literary
review of relevant research explored the different and most relevant theoretical frameworks and
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implementation models. In Chapter 3, the plan and methodology of the research for this proposed
study will be presented.

82
Chapter 3: Methodology
This Chapter will chart the course of action for research procedure and explain the
research process for determining setting, data collection, data analysis, assumptions, and ethical
considerations.
Purpose and Research Questions
The Office of Family Engagement and Community Partnerships (OFECP) of Saint Paul
Public Schools (SPPS) conducted district-wide Parent Academy trainings that were offered since
2010. The sessions were offered in English, Hmong, Spanish, Somali, and Karen languages.
They were led by staff from the Office of Family Engagement and Community Partnerships and
trained facilitators from the communities. The curriculum was adapted from the PIQE program
in San Diego, CA, and was tailored for the SPPS academic standards. The classes helped
families to partner with schools to build the capacity of parents and schools to have quality
engagement. These sessions were held at self-selected schools in the district.
The format of the classes was as follows:
● Each language group held a language-specific class once a week for two hours in a
six-week period.
● Transportation, dinner, and childcare were provided.
● Facilitators and co-facilitators covered the curriculum with prepared lesson plans.
● Attendance was taken each night for graduation purposes.
The study aims to explore these research questions:
RQ 1. What were the perceptions of Somali parents about the Parent Academy program
in Saint Paul Public Schools?
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RQ 2. Were the school engagement perceptions of Somali parents changed after
participating in the Parent Academy program?
RQ 3. How do Somali parents view their engagement experiences with the schools their
children attend, once these parents have completed the Parent Academy classes.
Research Design
This study intends to apply a qualitative research methodology (Creswell, 2015;
Merriam, 2009). The researcher proposes an examination of participant perceptions of the family
engagement classes for Somali parents in Saint Paul Public Schools during a three-year period
from 2017 to 2019. The main method of data collection will be the use of focus groups. A
maximum of 24 Somali parents who participated in the PA program will be interviewed in four
groups of four to six parents in each group. The small group setting will facilitate greater
speaking opportunities among participants during the discussions. The researcher will listen
attentively and strive to guide the discussions in such a way that each participant gets the
opportunity to express their thoughts in a safe manner. Also, attention will be paid to participants
who may dominate the conversation or those who may be hesitant to speak. The interview
questions will be written in both Somali and English. Also, the language used during the
discussion will be Somali and English with the goal being that conversations take place in the
language most comfortable for participants. This researcher is fluent in both Somali and English.
The researcher may tap into the support of a bilingual notetaker to help with capturing what the
participants are saying. Additionally, the participants’ pre-survey and post-survey data will be
examined to have background information on the progress they made over the years since taking
the Parent Academy (PA) classes.

84
The focus group format fits into the information this research aims to gather from
participants’ perceptions, thoughts, feelings, ideas, and beliefs on a given social science topic
(Mishra, 2016; Onwuegbuzie et al., 2009). There will be four to six participants in each group of
elementary, middle school, high school, and special education clusters. The sessions will be held
via Zoom or Google Meet if the pandemic persists (Newman et al., 2021). Ideally, they would be
held in a face-to-face setting in a conference room at one of the school buildings or community
locations. Childcare, transportation and refreshments will be provided if needed. The discussions
will be recorded and analyzed for reporting and recommendations.
Validity
The number of parents or families involved in the study will impact the validity of the
research (Creswell & Miller, 2000). The goal is to reach at least sixteen to twenty-four Somali
parents from various school grade level configurations. The district serves diverse parent groups
that speak a variety of native languages including English, Spanish, Hmong, Karen, and Somali.
For sample control to increase validity of the study, the analysis should not be seen as directly
transferable to other language/cultural groups. This research will convenience purposive
sampling (Mishra, 2016) to look at sampling of Somali parents only; those results may differ
from what would be found in other language/cultural groups.
There are limits of how effective focus groups can be in data collection. Group
conversations by their nature can produce an imbalance of who speaks, who is clearer in
thoughts and words, and whether one individual’s ideas negate or promote conversational tracks.
The semi-structured model (as described by ….) of questioning will attempt to mediate this
issue, but it cannot completely eliminate the possibility of procedural or bias problems.
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Since the forms of qualitative data gathering are diverse, this researcher will be careful
about how analysis of the information is conducted through various tools. Kirk and Miller (1999)
explained some of the methods researchers may employ to preserve the integrity of the research:
● Using multiple sources to validate information (e.g., to validate focus group/interview
information through observations),
● Having participants review information for accuracy, and
● Reporting only what the researcher observed and was told, rather than inferring what was
believed to have been told or researchers drawing their own conclusions.
The researcher will therefore strive to be a neutral facilitator of the focus group discussions and
objectively analyze the data gathered through the pre and post survey questionnaires
Research Setting and Site Selection
The specific setting for this study is determined by including only parents who
participated in the Saint Paul School District’s Parent Academy program between the years 2017
and 2019. According to the 2017 curriculum handbook, a total of 5,262 parents from all the
language groups attended the classes. Out of these, about 270 were Somali parents according to
the SPPS Somali cultural liaison (personal communication, January 26, 2022).
The study will explore parent perceptions of their experiences of engagement with the
SPPS school district following their participation in the Parent Academy program. A window of
three years after participation in the academy allows for a comprehensive analysis of the possible
sustainability of promoted practices and goals. Somali parents who participated in PA programs
provided by the schools that hosted them will be included in this study.
The PA program is a site-based parent engagement program in Saint Paul, MN and was
part of the public school district programming with parents. The Parent Academy program was
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offered in English, Somali, Spanish, Hmong, and Karen languages to parents of active students
in the district. However, this research will study only Somali parents/guardians of the program to
keep the focus on this segment of the SPPS population who participated in the program during
the years from 2017 to 2019. Principals from ten school sites hosted the Somali parents’ program
in their buildings. PA classes were offered one evening for two hours per week for six
consecutive weeks. The classes had an additional week of college visit and a graduation
celebration in the final session. Each participating parent from preschool to high school filled a
pre-survey and post-survey to capture the change in their perceptions that occurred during the six
weeks of the program. The surveys did not expand analysis past the window of time the parent
completed the PA program. Hence the need for research to explore long-term effects of the
program on parents’ perception of school-engagement capacity. The parents were grouped into
PA programs according to their child’s grade level. Each session had a syllabus that was tailored
for their specific child’s age or grade level. Finally, the instructors were bilingual staff and
community members who were trained on the curriculum and teaching strategies.
According to the Parent Academy curriculum handbook (2017), “The goal is to bring
schools, parents/guardians and the community together as equal partners to provide a premier
education for all students” (p. 11). The district promoted the belief that the PA program would
lead to district and school staff learning more about their district’s students and families to
strengthen their capacity.
Researcher Positionality
The primary variable this research will measure is parents’ perceptions of their own
engagement with their child’s school following participation in the PA program. The researcher
is interested in determining parent’s perception of the impact of the PA engagement levels to
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help shed light on the impact such a program may have upon engagement. The researcher is an
administrator in the district, was involved in teaching some of the PA classes, is Somali, and is
well informed on this subject matter. The research focus will be with the experiences of
individuals that will not have had direct contact with the researcher prior to participation in the
focus groups.
Sample
Qualitative research seeks to find in-depth information about a subject to be investigated.
The population of the study is Somali parents who participated in the Parent Academy program
and a sample of 16-24 participants will be selected. Merriam (2009) recommended that
nonprobability sampling methods work well since the elements of the target population are
identified by the scope of the research (Alvi, 2014). Within nonprobability methods, purposive
sampling the research identifies the type of information to be collected. Under this category falls
convenient sampling that is used when the target population is available and easily accessible
(Merriam, 2012). The researcher will therefore recruit a sample population that meets certain
criteria delineated by the research topic. The research will work with a mix of Somali
interviewees categorized by gender, level of education, English proficiency, time in the United
States, and children in SPPS. In this case, Somali parents who participated in the SPPS Parent
Academy program from 2017 to 2019 will be invited. Furthermore, the researcher works in the
district and may obtain parent information through district platforms or staff in the Office of
Family Engagement and Community Partnerships (OFECP). The pre-survey and post-survey
questionnaires are located in the OFECP and permission to access them will be requested.
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Data Collection Procedures
This research seeks to measure Somali parent engagement and capacity for engagement
with the Saint Paul School District over time. Focus groups will be used to collect data from
participating Somali parents in the Parent Academy program at Saint Paul Public Schools. A
semi-structured body of questions will be a useful model to apply during the focus groups
(Onwuegbuzie et al., 2009). The semi-structured body of questions will be used to explore the
research questions within a flexible framework, allowing the participants space in the
conversation to develop complex and rich responses (Mishra, 2016).
It is planned that there will be four independent focus groups. One group represents
parents with children in elementary; one in middle school; one in high school; and one focus
group made up of families whose child is receiving special education services. Each focus group
will include between four to six participants (Mishra, 2016). Because of the complex experiences
being explored, the focus groups will remain at four to six participants to ensure that parents
have adequate time to address questions without concern about too many people present while
they talk. The following steps are planned to ensure focus groups are effectively managed and
research protocols are followed.
1. Focus groups will last between 60 and 90 minutes each. More time may be negotiated
to ensure that participants were not rushed in their responses (Mishra, 2016).
2. Each focus group will have a standard written introduction. Copies will be presented,
one for the participants to read while the other copy will be read by the researcher
(Sim & Waterfield, 2019).
3. Following the conclusion of the first portion of the introduction, which covered
purpose, what to expect in the interview, and the rights of the participant, the
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participants and interviewer will sign the two copies signifying acceptance of
interview and research participation. One copy will be left with each participant, and
one will be kept in researcher’s files (Sim & Waterfield, 2019).
4. Informal conversation will open the focus group allowing there to be an initial sense
of comfort and rapport among participants, something helpful if these take place
online (Jowett, 2020; Newman et al., 2021).
5. Participants will be asked all of the questions identified in the guiding research
questions document. Where clarification is deemed useful, the interviewer will ask
the participants what they meant, to gain deeper understanding and/or clarity (Arifin,
2018).
6. Participants will be encouraged to provide specific examples or experiences while
holding back information that would personally identify individuals (Arifin, 2018;
Sim & Waterfield, 2019).
7. The interview process will remain flexible enough that, under the discretion of the
researcher, variations in questions and approach remain possible (Arifin, 2018; Sim &
Waterfield, 2019).
Pre-Survey and Post-Survey Questionnaires
Huynh (2013) reported that Wilder Research conducted a pre-survey and post-survey
analysis on the data from the questionnaires that were collected from Parent Academy classes
that were offered in English, Hmong, Spanish, and Karen. Somali parents were not included
because the program was not offered in Somali in fall and not in the spring and the sample was
too small to include in the research. The Wilder research analysis following the first year of PA
suggested that further research was needed in the following years; in particular it was
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recommended that further exploration of parent experiences following the program was needed
(Huynh, 2013).
These questionnaires for subsequent years, from 2013-2019 were secured and remain
available for the benefit of data collection and analysis for this research. The responses parents
provided when they filled the program participation questionnaires during their time in the
program will be compiled and analyzed. The purpose is to identify specific outcomes achieved,
parent perceptions of their experiences in the program, and themes that present themselves by
aggregating this data. Additionally, the questionnaires will be useful in developing the body of
questions for the focus groups. It will be beneficial to identify expectations, challenges, or
opportunities that parents identified in their questionnaires related to their future engagement
with the school district.
Data Analysis
Meaningful qualitative data analysis is a multistep process (Onwuegbuzie et al., 2009). A
systematic approach is required in process to ensure sound research but also must require from
the researcher accuracy, clarity, and even creativity in their analysis of data (Newman et al.,
2021; Onwuegbuzie et al., 2009).
Data Analysis of Focus Groups
The primary instrument for data collection in this research will be the focus group
method since the goal is to find out the perceptions of Somali parents about their experiences
with the Parent Academy program. This format works well with qualitative research mostly in
the social sciences, education, healthcare, and management (Alzyood et al., 2020; Arifin, 2018;
Creswell, 2009; Merriam, 2009; Mishra, 2016). Krueger and Casey (2015) provided the
following definition: “Focus groups are the implementation of a semi-structured conversation
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among a small group of people who have a shared identity or frame of reference” (p. 2). Once
the data is collected, phenomenological analysis would be used to explain the data (Smith &
Shinebourne, 2012). The data will be transcribed in Somali and translated to English. Alzyood et
al. (2020) recommended the benefit of an additional step of using back-translation of some
sections of the script to check the accuracy of the translation. This researcher is a bilingual native
Somali speaker with an English Language Learner (ELL) license. He is embedded in the
facilitation of the focus groups throughout the recording, transcription, and translation of the
data. He has experience with the cultural and religious sensitivities of the Somali parents to
reassure participants that their values and culture will be respected. Also, being an SPPS
administrator places him in a position to see both the district and parent side of family
engagement.
In their work, Creswell (2012) and Merriam (2012) explained that phenomenological
studies look for repeated patterns, themes, or expressions to understand the data. They use
techniques such as labeling, coding, and classifying to make sense of the data. Attention will be
paid to the body language and interactions the participants exhibited during the focus group
sessions. Onwuegbuzie et al. (2009) stressed this point, “Another important source of data in
focus groups that is neglected by many, if not most researchers in the final reports is that
pertaining to nonverbal communication” (p. 10).
Data Analysis of Post-Survey and Pre-Survey Questionnaires
The pre-survey and post-survey questionnaires for Somali parent participants will be
collected from the district and analyzed using data analysis tools to find the raw data parents
shared when they took the classes. Most of the questions seek quantitative multiple choice
responses. Also, key findings will be categorized and used to augment, verify, or contradict new
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insights through the focus groups. Conclusions will be drawn between what the parents said
initially about their perceptions of the Parent Academy and their school engagement capacity as
their children progressed through Saint Paul Public Schools.
Ensuring Data Analysis Reliability
This qualitative research will seek to capture the experiences and perceptions of Somali
parents about the Parent the Academy program. Once the data is compiled, additional steps will
be taken to ensure the trustworthiness of the research. Creswell and Miller (2000) outline using
strategies from the perspectives of the researcher, the study participants, and outside evaluators
to strengthen the validity of the study. This research will use “researcher reflexivity, member
checking, and peer debriefing” as representations of each of these areas (Creswell & Miller,
2000, p. 3). First, researcher reflexivity refers to when the researchers “self-disclose their
assumptions, beliefs, and biases” (p. 4). Even though these possibilities are mentioned, the
researcher strives to suspend judgment and strives to be objective in working with the research
participants and data analysis. Second, member checking means that the researchers share the
data with the focus group or questionnaire participants to ascertain that what they said or meant
was correctly reflected. Third, peer debriefing is when the researchers present the information
gathered and conclusions reached to a reputable specialist in that field of research to provide
feedback. Creswell and Miller (2000) described it this way: “Peer de-briefers can provide written
feedback to researchers or simply serve as a sounding board for ideas. By seeking the assistance
of peer de-briefers, researchers add credibility to a study” (p. 6).
The researcher hopes that implementing these procedures will lend credibility to the
research processes and findings.
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Limitations
It is not clear whether the survey and focus groups will provide sufficient data for an
analysis of such a broad-based program. Also, it is not known if the study were replicated in a
similar setting or a different geographic location, how the results would match or be different
from those reached here. Furthermore, participants will be representing their own experiences,
their own reflections, and may or may not be more broadly representative, let alone reflect any
other specific individual’s experience. It is understood that while time is necessary for parents to
have an adequate window of time to reflect upon, time also alters memory of experiences and so
memories of specific events are more questionable as time passes.
Ethical Considerations
There are critical issues that must be addressed in research. Achieving Institutional
Review Board (IRB) approval will require a clear understanding of, and commitment to, high
ethical standards. Since the participants are human subjects, IRB approval will be sought from
Bethel University. Data privacy and storage limitations will be disclosed to participants. The
following elements of qualitative research have been explored to better prepare the researcher for
the planning and implementation of the proposed study.
The focus group method will be suitable for the purposes of the study (Mishra, 2016).
The research will aim to ensure the validity of data collection methods and protection of the
participants and stakeholders’ privacy, within the capacity of the researcher. It is hoped that the
rigorous safeguards will result in rich data from which meaningful scientific data analysis will be
drawn. Research methods, including the proposed focus group model, could be intimidating to
some immigrant bilingual parents who are not familiar with the school system or formal research
(Alzyood et al., 2020). The focus group and survey questionnaires will be in both English and
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Somali. For these reasons, ethical considerations must be carefully explored and addressed prior,
during, and after the research takes place.
Disclosure and Consent
It is critical for the researcher to be transparent with the participants early by making the
purpose and expectations clear. Onwuegbuzie et al. (2009) and Sim and Waterfield (2019)
suggested strategies such as a briefing prior to signing the consent form. Also, making ground
rules about what group norms to adhere to and respectful discussions may help with group
interactions without confining the free sharing of information.
As in any research of this nature, permission will be gathered from participants in the
research. Researchers must concern themselves as some of the parents may place much trust in
educators and may comply with research directions without critically questioning the merits
(Arifin, 2018).
This qualitative research and the focus group format will work with human participants
who may not be familiar with the research protocols and need honest and ethical interactions
from the researcher (Sim & Waterfield, 2019). There will be full written disclosure prior to and
at the start of each focus group. This disclosure document will be provided in written and verbal
format in both Somali and English language and will surface any conflict of interest or
anticipated concerns that might come up. Study participation will be strictly voluntary.
Consent is Revocable
Research participants will be informed upfront that they can withdraw from the research
if they have concerns about the questions or direction. They will be informed of processes that
provide clarity and mitigation steps to protecting the identity of their participation. Sim and
Waterfield (2019) argued that there may be a time when taking a person’s data out of the
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research may be too late since they gave their consent. Leaving out the information of an
individual has an adverse effect on the flow and meaning of the discussion and may cause
irreparable harm to the data. Regardless, all measures will be taken to protect the anonymity of
participants and control over their participation.
Confidentiality and Anonymity
Although the two terms are often used interchangeably, there are subtle differences. The
first term has to do with the information gathered and protecting it and its use. The latter refers to
efforts in protecting the identity of the individual participant throughout and following such a
study (Mishra, 2016). This research will therefore take all the necessary steps to protect the
confidentiality and anonymity of the research subjects.
Risk of Harm
Some topics or participant situations can be sensitive and could engager their physical or
emotional safety. This can happen during group discussions when someone who knows the
person may share information that may lead to a variety of concerns including ethnic, racial, job,
or societal discrimination. This exposure is possible even when using online platforms such as
Zoom or Google Meet (Sim & Waterfield, 2019). This researcher will follow strict research
protocols that have been developed to protect participants from harm.
Summary
Chapter 3 provided an outline of the research methodology in which the roadmap of the
study was presented. The research is a phenomenological qualitative study of the views Somali
parents who attended the Saint Paul Public Schools’ Parent Academy program have about the
classes and their own beliefs about effective parent engagement. The sample consists of about 24
Somali parents who will be grouped into elementary, middle, high school, and special education
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cohorts of four to six parents each. The research instruments identified are focus group
discussions and the pre and post-surveys the parents filled when they attended the classes at their
children’s schools. Data collection and data analysis procedures were laid out for the remainder
of the study.
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Chapter 4: Results
Chapter 4 explored the findings related to the inquiry questions for this study. However,
it was worth placing these findings in the context of the preceding chapters about the purpose of
the study, the literature review, and the research methodology.
Findings Related to Inquiry Questions
The research questions that guided the study were:
RQ 1. What were the perceptions of Somali parents about the Parent Academy program in Saint
Paul Public Schools?
RQ 2. Were the school engagement perceptions of Somali parents changed after participating in
the Parent Academy program?
RQ 3. How do Somali parents view their engagement capacity with the schools their children
attend after they have completed the Parent Academy classes?
Overview of the Study
The purpose of this qualitative phenomenological study was to investigate the
perceptions of Somali parents who participated in the Parent Academy (PA) classes regarding
the program and their own parent engagement capacity with their children’s schools. The PA
was conducted by Saint Paul Public Schools to build parent capacity and improve student
achievement (Huynh, 2013).
The researcher obtained permission from the District’s Office of Research, Evaluation
and Assessment (REA) for a letter of approval for the research, and the Office of Family
Engagement and Community Partnerships (OFECP) for access to the pre/post-survey
questionnaires. The OFECP organized the Parent Academy program and was responsible for
facilitator training, curriculum preparation, participant recruitment, and all the logistical planning
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pertaining to the implementation of the program. The PA classes were offered to the parents of
the district’s students from 2011-2019 but were discontinued when the COVID-19 pandemic
ended all the in-person programs. This research looked at the last three years of the program
from 2017-2019.
Theoretical Framework
As mentioned in Chapter 2, the study relied on three frameworks to organize the study Bronfenbrenner’s Bioecological Systems Theory, Epstein’s Overlapping Spheres of
Influence/Six Types of Parent Involvement, and Mapp’s Dual Capacity-Building Framework.
This initiative used these theories to ground the process and analysis in relevant and respected
research while connecting to the specific findings of this study.
Sample Participants
A total of 21 parents participated in four focus group discussions (FGDs) to share their
perspectives, feelings, and lived experiences with the Parent Academy program. The
demographics of the sample included the following characteristics: ages ranged from 35-60; 18
were female; three had a college degree; all were low-income; six were proficient in English; and
all were first generation immigrants. However, since the researcher and participants were native
to the Somali language, all the focus group discussions were conducted in Somali to maximize
clarity and comfort for participants (Mishra, 2016).
Data Collection Methodology
As previously referenced in Chapter 3, two primary data collection tools were used. First,
data from the pre/post-surveys that Somali parents completed when they participated in the PA
program were analyzed; second, data was collected from four focus group discussions (FGDs).
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Pre/Post-Survey Questionnaires. Upon obtaining the Bethel University’s IRB approval,
the researcher contacted the Saint Paul Public School’ Office of Family Engagement and
Community Partnerships (OFECP) to gain access to the pre/post-surveys that were stored there.
The Director of the OFECP welcomed the research and offered the full support of the
department. Paper copies of the surveys were kept in a secure location, arranged by the language
and season the classes were offered--for example, Somali Fall 2019. It is worth mentioning that
the PA program was offered in English, Hmong, Spanish, Karen, and Somali, which are the top
five common languages of Saint Paul Public Schools students. The researcher obtained
photocopies of the forms from the Office of Family Engagement and Community Partnerships
and kept the hard copies in a secure, locked cabinet with the other research documents that will
be shredded after one year. A total of 65 pre/post-surveys for elementary grades and 61 pre/postsurveys for secondary grades were obtained.
Focus Groups (FG). The recruitment for the focus groups began in earnest after
obtaining approval from the Bethel IRB committee. Esposito (2001) stated that the focus group
method gives voice to non-English speaking immigrants. Also, it lends itself to representing
multiple perspectives: “the best qualitative research shares information about themes drawn from
multiple perspectives” (Creswell & Baez, 2020, p. 7). The researcher drafted the focus group
questions and shared them with a translation specialist and a family engagement specialist. They
provided feedback on the wording and structure of the sentences. For instance, suggestions were
made to focus each question on a specific data gathering point and not have a question inquiring
information for two different areas. The suggested changes were incorporated.
The researcher conducted initial participant recruitment through a combination of direct
invitation using phone calls, text messages, voice messages, WhatsAPP Somali parent chat
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groups. Also, some of the district’s Somali staff helped with the recruitment because of their
connection to the parents. The district’s Somali cultural liaison and a bilingual paraprofessional
from one of the schools played key roles in inviting the parents. According to Smith and
Shinebourne (2012), this method was called convenience purposive sampling as there was
relatively easy access to a homogenous group of parents.
The FG participants were divided into elementary school, middle school, high school,
and special education cohorts. If a parent participated in the elementary-focused PA classes, they
were assigned to the elementary school FG. Since both Creswell and Báez (2020) and Maxwell
(2012) support making the focus group discussions convenient for the participants, the
discussions were held at accessible locations. The elementary group was held at a
neighborhood/school recreational center, the middle school was held virtually on Google Meet
due to conflicting schedules, the high school focus group was held at a mosque, and the special
education group was held at the SPPS district conference rooms. The FGDs were scheduled
during the last week of March of 2022, and each session’s discussions lasted approximately 60
minutes with an additional 60 minutes included for housekeeping procedures and logistics. The
researcher offered transportation and childcare to those who need them. Only the special
education group made use of both services. Additionally, refreshments were provided at all the
sessions.
At the beginning of each session, the researcher reviewed the participant consent form in
Somali to explain patents’ rights to voluntarily participate and to withdraw at any time if they felt
uncomfortable. Furthermore, participants received assurances to protect their privacy and
anonymity. They were told that no identifiable information would appear in future presentations
or publications. All the demographic information was kept separate from the consent forms and
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the pre/post-survey questionnaires. A pseudonym was created for each person to conceal their
identity.
The researcher also disclosed that his role as an administrator in the district did not have
bearing on the research. If a parent chose to withdraw, that would not have any adverse impact
on their relationship with the district or their child’s school. An iPad and iPhone with secure
password protection were used to video record the FGDs. Both devices worked well which made
the transcription and translation information readily available afterwards. In case the recording
devices failed, a skilled bilingual transcriber was assigned to record the key points of each
meeting as a backup. The transcriber signed a non-disclosure confidentiality agreement to
maintain the privacy of the participants. After the FG sessions concluded, the researcher started
the process of transcribing and translating the FGDs. He listened to the recordings several times
and transcribed them in Somali. This involved meticulous listening while pausing and translating
the oral conversations in small chunks. He then translated the written text from Somali to
English.
Results of Data Analysis. After collecting the data, the researcher began to analyze the
data according to the Research Questions (RQs) that the study sought to answer.
Focus Group Discussions (FGDs). These consisted of four groups of parents who had
participated in the PA courses: (a) eight elementary level participants, (b) three middle school
participants, (c) five high school participants, and (d) five special education participants.
After completing the sessions, the researcher transcribed the FGDs in Somali. There were noises
in the background of the high school FG, but the speakers’ recorded voices were always audible.
The researcher sometimes used the backup recording device to ascertain what was said. He then
translated all the discussions from the source language (SL), Somali, to the target language (TL),
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English. He used descriptive translation that kept the meaning, flow, and context of the original
meaning rather than word-for-word literal translation. Esposito (2001) stated, “Other ways of
evaluating accuracy are checking for comprehension, testing for naturalness and readability, and
comparing the translation with another transcript” (p. 577). The English text was shared with a
professional Somali translator who used MateCat (n.d.) Google software to back-translate the
text from English to Somali, while he also checked the accuracy of the translation. Later, the
researcher listened to the original voice recordings in Somali to compare them to the English
transcript. The translation was deemed to be accurate.
At this stage, the English text was ready for analysis. The researcher read the transcripts
several times using an inductive process that allowed for the identification of keywords in codes,
and the eventual extraction of emergent categories and themes. After that, a second coding
process utilized deductive reasoning that resulted in subcategories, which translated to subthemes
that emerged through the process. At first, the researcher manually identified twenty-two main
themes/categories. He then narrowed the overarching themes to five main areas. Later, he
organized the five themes using a qualitative research data analysis software called Delve Tool.
Information on this tool could be found on their website (https://delvetool.com) (Johnson, 2020).
The Delve Tool collated the common themes from all four focus groups under the coding titles
that were determined by the researcher. At this stage, the researcher was ready to write the
narrative of the study findings.
After collecting the data, the researcher began to analyze and arrange the information
according to the Research Questions (RQs) that the study sought to answer.
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Correlation of the Phenomenological Themes to the Research Questions
To find the correlations, data from the focus group discussions was analyzed and the
main themes and patterns were identified through a coding process. The researcher followed a
meticulous process of identifying categories and subcategories to make sense of the rich data that
was collected from the participants. To further illustrate this point, Elliott (2018) stated, “we
have codes at a primary level and categories or themes at a secondary level, which are formed
from analysis of codes rather than of data” (p. 2851). Then, relevant quotes from the participant
statements were matched to augment the evidence. The Delve Tool qualitative research analysis
software was crucial in collating ideas and matching what participants said in the four focus
groups. Information about this tool could be found on their website (https://delvetool.com).
Results of the Data Analysis. After collecting the data, the researcher began to analyze
and arrange the information according to the Research Questions (RQs) that the study set out to
answer.
Main Themes of the Focus Group Discussions (FGDs). The main themes and the
subcategories appear in the following outline:
RQ1. What were the perceptions of Somali parents about the Parent Academy program in Saint
Paul Public Schools?
This question sought the perceptions parents had about the Parent Academy program.
Overall, the parents had a very positive view of the Parent Academy as shown by these excerpts
from the parents who participated in the focus group discussions.
Evidence for the answer to this question was drawn from two data sources: the pre/postsurvey questionnaires and the focus group discussions (FGDs).
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•

Fardowsa (Special Education): The Parent Academy strengthened our connection with
the school, teachers, and among the parents. We learned to have the courage to face and
talk to teachers about school matters and how to work with them. I had the opportunity to
connect with teachers and understand the system.

•

Ali (High School): I have five children in the schools; the engagement I received from
the schools in the email communications where they informed me news of what is
happening and the connection we have with the principal. I’m able to plan ahead before
the parent-teacher conferences. Also, the opportunity to know the ways to work with your
children like homework help and where their GPA stands. In summary, those are the
engagement benefits I received from Parent Academy.

•

Amira (Middle School): Now, I’m able to negotiate with the teachers and my child. I
know where to look for things, how to find them, and how to proceed and these are all
new realizations for me. The language was new to me; I didn’t know the terminology to
use; I didn’t know how and where to seek the rights of my children. As a mother, I need
to know the teacher’s rights, my child’s rights. Now I know how to navigate the child, the
teacher, staff, principal, PTO, and even the board.

•

Muna (Elementary School): The class encouraged us and helped us to get up and hold
the teachers accountable and to look for our rights. Before taking the classes, we did not
know our rights; but, when we took the classes in English and Somali, it benefited us a
lot and we would like them to be brought back.
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Subcategories:
a) School-Home connections
•

Fardowsa (Special Education): I believe the parent knows most about their
child. No one else knows as much. You have to work with the teachers. If there’s
no collaboration or connection to follow every step your child takes for the home
and school to work together, not much will be accomplished. You need to be the
first one to support your child and his progress will benefit you the most.
Therefore, I believe you should always be present at the school.

b) Communication between the parents and the staff
•

Amal (Special Education): I benefited from many things--good interaction and
connection with teachers. I received encouragement; I learned how to understand
the kids with their education system. We received guidelines on how to do things.

Evidence From Pre/Post-Survey Data. Upon collecting the forms from the Office of
Family Engagement and Community Partnerships, the researcher used Google forms to organize
the results. Data entry for pre/post-survey forms was conducted. The questions consisted of
multiple choice questions about the frequency with which the parents performed certain tasks
related to their children’s schools. The post-survey had additional questions to gauge the parents’
satisfaction with the program.
The parent perceptions of their experiences with the Parent Academy program were
generally positive. Most of the parents who participated were from upper grades – 5th grade for
elementary and 12th grade for secondary. This high participation of these grades may be due to
parents’ concerns about these transitional grades.
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In response to the survey question stating, “I understand and I am able to navigate the
public school system,” the participants. responded as shown here. For the elementary level, the
pre-survey result was 80%, while it was 96.4% for post-survey. At the secondary level, the
response for the pre-survey was 84%, whereas it was 93.9% for the post-survey. This showed
that the program made a difference for participating parents in their ability to navigate the school
system.
Also, in the post-surveys, parents reported 100% satisfaction with the program for both
the elementary and secondary grades. Finally, 100% of parents responded that they will
recommend the program to other parents and the facilitators were excellent.
Pre/Post-Survey Participants Comments About the Parent Academy Program
The pre-post survey questionnaires had an open-ended comments section for the parents
to complete. The following represents some of the comments:
Secondary Pre-Survey Question. What is the one most important thing you hope to learn
at Parent Academy?
“I want to learn how important homework is and talking to my children about colleges.” Sowda
Secondary Post-Survey Question. What additional information or resources would be
helpful in supporting your child?
“To learn about the quality schools for my child’s education.” Zahra
“I would recommend the parents who took this program before to take it again.” Sowda.
Question. Do you have any other comments or suggestions?
“This program was excellent. If it is going to be held again, let more time be allocated for it.”
Sa’ado
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“I recommend every parent to attend this class because it is helpful and good for both children
and parents.” Rayan
“This program is very useful and needs more advertisement such as on TV and NPR.” Nimo
Elementary Pre-Survey.
Question. What is the one most important thing you hope to learn at Parent Academy?
“I want to learn about home learning environment; navigating the school system; encouraging
college attendance.” Maymuna
“I want to learn the importance of self-esteem as well as Saint Paul Public school system and
how it works.” Rumman
Elementary Post-Survey.
Question. What additional information or resources would be helpful in supporting your child?
“I want Saint Paul Public Schools and staff to help my child be successful and get good
resources from the school.” Zainab
“The training was good and it helped me and my children understand and navigate the school
system.” Aisha
“It was wonderful training for the parents to understand how the system works.” Maryam.
“I learned encouragement to build my child’s self-esteem; how to help with everything my
children need; how to reward my children and support them.” Abdirahman
“I learned about good education support and GPA.” Sumaya
Question. Do you have any other comments or suggestions?
“Please continue this program.” Shukri
“Overall, it was a good program.” Fadumo
Question. Comments about the facilitators
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“I liked the good ways the facilitators encouraged us to follow our children’s education.” Rahma
“I liked the facilitator because he encouraged us to connect the school and the family.” Ruwayda
“They were good facilitators who explained concepts in an understandable way and made use of
the time in a beneficial way.” Najma
“They explained it in an easy way to understand and gave us ideas to implement in the future.”
Ridwan
“They encouraged the parents and the children to work together.” Suad
In conclusion, both the focus group discussions (FGDs) and the pre/post-survey
questionnaires showed a high level of satisfaction with the Parent Academy program from
participating Somali parents.
Parent Testimony From Focus Group Discussions (FGDs). The research findings then
moved on to the second and third research questions to get input from the participants.
RQ 2. Were the school engagement perceptions of Somali parents changed after participating in
the Parent Academy program?
These quotes from the participants highlight the change in parent perceptions after
participating in the Parent Academy program:
•

Khadija (High School): There is a difference in my parent engagement level between
now and when I took the classes. Our brain needs refreshment. When you get updated
information, you become recharged; you will have the courage to face the challenges; but
if you are not involved, you slow down; the program made a difference for me between
when I took it and now. I am more active now.

•

Asiya (Middle School): There was a change. Maybe you may not see the parents you
took the class with. But you may encourage those that have not taken the Parent
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Academy classes when you meet them at the playgrounds or at Somali community
gatherings. When conversations about school come up, I tell them the classes I took and
the ones they need to help them overcome the obstacles that they are facing, but which I
have overcome. For instance, how you and your child communicate about educational
issues.
•

Habibo (Special Education): When I was asked to come to school before, I used to ask
myself, “what do they want from me?” But after taking the Parent Academy classes, I
realized the importance of teacher and parent connections. That was a great benefit for
me.

Subcategories:
a) Positive changes
•

Muna (Elementary School): You will be seen as a mother who is aware of what is
going on when you go to the school frequently. The teacher will be considerate of
you, and your child will get more attention from the teachers because of parent
engagement. I have seen many changes. I didn’t know my child’s counselor before,
but now I know up to the Board level because of the Parent Academy classes.

b) No changes or negative perceptions remained
•

Filsan (Elementary School): Some parents lack self-confidence. There is a racial
barrier to overcome. The parents believe that since they are interacting with a White
person and they are Black and new to the country, they cannot do anything. The
confidence of how to hold someone accountable or get individual rights addressed is
missing. What the school system thinks of us and how we see ourselves are very
different.
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RQ 3. How do Somali parents view their engagement capacity with the schools their children
attend, after they have completed the Parent Academy classes?
Parents expressed views of their school engagement capacity after taking the PA classes
as follows:
•

Muna (Elementary School Very Animated with Gestures): When I brought the
Parent Academy Certificate home, my child was surprised. When he saw that I visited
the college, the lessons I learned, and how I was following up with the teachers, my
son stepped back and respected me. Before, he used to challenge me. He saw that I
was a force to be reckoned with.

•

Salah (High School): I support bringing back the Parent Academy program. There is
a concern about the people who run the program not doing effective marketing
strategies. Parents may not understand the value of the program; the organizers
conducted a deficient marketing campaign; parents still haven’t received proper
information about the program --- the incentives for the parent or the student such as
scholarships or successful completion of high school; the marketing campaign is
weak in my opinion; the blame falls on the people running the program. Programs
should be promoted as other commodities; when parents don’t see the value of the
program, they will get tired after two weeks as our brother mentioned. They will ask,
“what is in this for me?” Since we are immigrants, we have many challenges but we
need information to understand the importance.

•

Hodan (Middle School): There is a huge difference between the country we were
educated in (Somalia) and this country. The teacher was like a father – responsible for
you, ensuring your success; the parent may not even be in the picture; as a student,
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you compete with your peers, “don’t let so and so go ahead of you.” I remember
competing to see how the other girl could copy (what was on the board) before me.
The child had personal responsibility; the teacher was seen as a father figure; there
was encouragement; the parent was busy providing basic needs; the parent may be
called only when something happens and may not be aware of what’s going on. The
children encouraged one another; the teacher provided encouragement; the school
encouraged the child; when we became first or second ranking, we used to receive
gifts and awards; when we were asked questions and you made a mistake, as you
know Somalis do, “other students will laugh at you.” So, avoiding being made fun of
served as encouragement. You will work hard to prove yourself so others don’t laugh
at you. So, I see a big difference between here and there. Here the child is praised or
applauded whether he makes a mistake or not. Parents must remain engaged. As my
colleague said, there are cultural and language differences, and they don’t mean to
break the child’s heart or prevent the child from making progress.
Subcategories:
a) Need for cultural and religious accommodations
•

Hodan (Middle School): I can advocate for my children’s religious and
educational rights. It is good for the student to remain with people of their faith,
culture, and language. A Somali proverb says, “kabtaada iyo maradaada waa
lagu dhex jiraa.” “Stay within the limits of your shoes and clothing.” That is
where they can mingle with their people and see their faith practices. Our religion
is important to us and so is education. We need to have both. It is important for
the children to have their people among teachers, principals, and authority figures.
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Even for the students to be with their kind is important. Finding a place to practice
their faith and have a space to pray is important. I have not seen racism. My
daughters wear their hijab to school and they don’t tell me negative experiences.
b) Barriers to strengthening parent engagement capacity – lack of interpreters and
technology challenges
•

Amira (Elementary School): In public schools, since the COVID-19 pandemic
started, the biggest challenge we face is a lack of interpreters. We cannot get our
needs across. Some schools do not have bilingual staff. Sometimes, even though
there are Somali interpreters who speak Somali, they don’t have the ability to
satisfy our language needs. They were born or grew up in this country and they
speak both languages, but they lack the Somali language proficiency to meet our
needs. The lack of interpreters is holding us back as Somali parents. That is one of
the biggest challenges we are facing.

•

Khadija (High School): It was convenient to visit schools and make contacts
before COVID-19 pandemic broke out. Now you need an appointment or you
may face challenges in connecting through Zoom. Many of us were not familiar
with Zoom and that in and of itself was challenging. Before, you could go to the
teacher or the classroom, but now you cannot because Corona is to blame for this
challenge.

In response to RQ 3, the participants felt that their parent engagement capacity had
improved. However, they also shared some challenges that they face when they try to engage
with the schools their children attend.
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Potential Biases
It was very important for the integrity of the study for the researcher to disclose any
potential biases and conflicts of interest.
First, the researcher positionality allowed himself to be involved in the initial planning
and preparation of the Parent Academy program in 2010-2011. He also served as a facilitator
during the first year of the program. However, this research is focused on 2017-2019 and the
researcher had become an Assistant Principal in a specific school. He did not have direct
relationships with the Parent Academy program in the later years.
Second, some of the parents may know the researcher as an administrator, especially if
their children attended the school he serves. As part of the IRB process, the researcher made it
clear in the participant consent form that parents should not feel any pressure to participate in the
study. It was totally voluntary and there was no obligation to do so. If parents chose to
participate, this would not have any negative consequence on their relationship with the school
or the district. This same information was shared at the beginning of each focus group which
both the researcher and the participant signed. Also, the researcher took a sabbatical leave to
complete the dissertation and he did not have direct contact with the parents or their children
during this school year.
Third, conducting research in two different languages always bears challenges in
communicating the perceptions of the participants in their own words. The researcher was
bilingual and had done extensive work in translating both Somali and English languages.
However, he might have taken some of the verbal nuances of the speaker for granted and not
captured the rich contents and emotions the participant shared. Even though validity and
reliability steps were taken, there is no guarantee that all the participants received equal justice in
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receiving the attention they needed in the interview. Several participants showed passion and
emotions with their body language and tone of voice that were very difficult to capture in
writing. Creswell and Baez (2020) stated that participants share, “the worries, concerns,
setbacks, and dilemmas that are the very fabric of our lives” (p. 8).
Study Limitations
There were several limitations to the study as any research has certain challenges and
unforeseen circumstances that need to be accounted for.:
First, the diversity of Saint Paul Public Schools’ languages was not covered in the
research. The Parent Academy program was offered in the five home languages with the highest
number of students in SPPS. These were English, Hmong, Spanish, Karen, and Somali.
However, this study looked at the Somali group only. That meant that the district’s multilingual
assets were not fully addressed. The experiences of the Somali parents may overlap or be
uniquely different from the other language groups. Within the Somali group, the perspectives
shared were primarily those of the participants with their lived experiences. It must also be noted
that the study of one district did not necessarily transfer to the other districts in Minnesota or
nationally.
Second, there seemed to be overrepresentation in some areas of the sample population
since the demographics of the participants were homogenous. As mentioned earlier in this
chapter, they ranged from 35-60 in age; there were eighteen women and three men; three with
college degrees and eighteen without; all were in the low-income; six were proficient in English,
while fifteen were English Learners; all were first generation immigrants.
Third, the researcher did not have any control over the pre/post-survey forms the parents
completed when they attended the classes. The forms were collected and stored in a secure
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location in the Office of Family Engagement and Community Partnerships (OFECP). It was
challenging for the researcher to match the pre/post-surveys of individual participants because
both forms were not available in the filing system for some participants. In the end, a total of 61
pre-surveys and 65 post-surveys were analyzed.
Summary
Chapter 4 covered key findings of the research in response to the three Research
Questions (RQs). The data was collected through pre/post-surveys and focus group discussions
(FGDs). The data was analyzed through a combination of Google Forms, manual coding, and
Delve Tool qualitative data analysis software. The results showed that Somali parents who
participated in the Parent Academy program had a high level of satisfaction with the program.
The parents reported that their engagement perceptions were enhanced after attending the Parent
Academy classes. They also reported that they felt more confident of building parent capacity
with their children’s schools even though systemic barriers still existed in the path to full
partnership with the schools their children attend.
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Chapter 5: Discussion, Implications, Recommendations
The purpose of the study was to investigate the perceptions of Somali parents regarding
the Parent Academy program and their school engagement capacity in Saint Paul Public Schools.
Addressing stakeholder needs regardless of background and life experience is a noble goal of any
forward-looking educational institution. Hence, learning about the perceptions of Somali parents
and formulating recommendations for educators and parents could help alleviate some of the
gaps that exist in parent-school relationships.
This study adds value to the parent engagement research that focuses on the school
experiences of Somali parents within the diverse Saint Paul Public Schools district. Schools are
measured by the climate and culture of their settings and parents have been recognized as a key
component in the proper functioning of schools. The literature review in Chapter 2 established
the benefits of parent engagement and some of the relevant models in practice. It also identified
three educational psychology frameworks or models that guided this qualitative research –
Bronfenbrenner’s Bioecological Framework, Epstein’s Overlapping Spheres of Influence and Six
Types of Parent Involvement, and Mapp’s Dual Capacity-Building Framework. The data
collection and analysis were held in March-April, 2022.
First, the data collected from Somali parents who had participated in the PA program
showed that they have functioning relationships within the ecosystems such as those described
by Bronfenbrenner’s Bioecological model. Parents made many references to the importance of
the family, school, religion, and peers on their children’s development. The parents also
mentioned how their socio-economic factors influenced their engagement capacity. Second,
using Epstein’s six parent involvement types as a reference model, Somali parents’
understanding of parent engagement seems to be limited to the areas of parenting,
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communication, and learning at home. There is the need for the other three types of volunteering,
decision-making, and collaborating with the community to be introduced and strengthened for
Somali parent engagement. Third, the sense of equally empowered partnership with schools
seems to be lacking in Somali parents’ understanding of effective engagement. Somali parents
defer a lot of power out of respect, fear, or misunderstanding of roles to the school staff. This
may be because teachers were bestowed with full authority over students and were responsible
for academic and discipline matters in their home countries. There is a need for both parents and
school staff to learn from one another. Thus, it may be beneficial for the district to implement
Mapp’s Dual Capacity-Building Framework (see Chapter 2) for both parents and staff to build a
balanced equilibrium of shared responsibility. This model calls for codesigned parent
engagement (Mapp & Bergman, 2021).
Final Analysis
This was a qualitative phenomenological study that employed triangulation of data from
pre/post-survey questionnaires and focus group discussions. Educators can use the data gathered
from of Somali parents/community to work with Somali families to harness their strengths.
These three RQs guided the study:
RQ 1. What were the perceptions of Somali parents about the Parent Academy program in Saint
Paul Public Schools?
RQ 2. Were the school engagement perceptions of Somali parents changed after participating in
the Parent Academy program?
RQ 3. How do Somali parents view their engagement capacity with the schools their children
attend after they have completed the Parent Academy classes?
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Pre/post-surveys at the elementary and secondary levels and four focus groups consisting
of elementary, middle, high, and special educations clusters served as the data collection tools.
As a first step in data collection and analysis, a total of 61 pre-surveys and 65 post-surveys were
analyzed. These surveys were completed by Somali parents at the time of participation in the PA
program. Upon receiving the pre/post-surveys from SPPS staff, the researcher completed the
analysis for the purposes of this study. As a second phase of data collection, 21 parents
participated in the focus group discussions. The focus groups took place in the Somali language
and the voice recordings were then transcribed and translated to English. The data was then
analyzed through a combination of manual coding and sorting into themes and then loaded unto
Delve Tool data analysis software that helped in collating the themes and quotes from the
participants. Information about this could be found on their website (https://delvetool.com)
(Johnson, 2020).
Research Findings
Respect for parents and communal care for the offspring are important values common to
Somali families (Abdi, 2018). The study findings were summarized into three broad areas with
two subcategories under each section. Most of the parents who participated in the Parent
Academy program were from upper grades – 5th grade for elementary and 12th grade for
secondary. The high participation at these grades may be due to parents’ concerns about the
transitional grades their children were going through. The findings of the research were as
follows:
Research Finding 1. Perceptions About the Parent Academy Program Were
Positive. Overall, both data collection tools--the pre/post-survey questionnaires and the focus
group discussions showed strong satisfaction with the Parent Academy program (see Chapter 4).
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Pre/post-surveys showed 100% in the questions related to satisfaction with the PA program,
referrals for other parents to participate, and the quality of the facilitators in the same program.
The focus group discussions also displayed a very positive view of the PA program and a typical
response is presented by one of the participants who said,
This program was one of the most important things that I’ve done to improve the
lives of my kids. I’m so glad I’ve participated in and completed this program.
This will change the prospective lives of my children. Now, I know that they can
and will be successful in life and I can help them reach that goal--Filsan,
Elementary
The two subcategories under this theme of positive perceptions about the PA program
were:
a) Improved Home-School Connections: Parents shared that the home and school
relationships became more effective as a result of the insights the Parent Academy
provided to them. Knowledge about homework help, the curriculum, and Grade Point
Average (GPA) had increased. Parents also learned the importance of how to relate
better to maintain their children’s self-esteem.
Discussion. Using Epstein’s parent involvement model, the parents’ understanding of
parent engagement was limited to parenting, learning at home, and basic communications. There
was minimal indication of involvement in the areas of volunteering, decision-making, and
collaboration with the community. This may indicate that parents see themselves as dependent
on the school to initiate information and participation. There is therefore, an expectation gap
between the parents and the school staff.
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b) Enhanced Communication between the Parents and the Teachers: Communication
with the teachers improved after taking the Parent Academy classes. One of the
parents said, “I have learned how to talk to and communicate with my children better.
I learned ways to have good conversations with my children” (Fardowsa, Special
Education).
Some parents mentioned using phone calls, text messages, and email as the most
common means of communication. Other parents mentioned using WhatsAPP chat
rooms to share information with each other and some of the Somali staff in the
district. After the teachers, the bilingual paraprofessionals were mentioned the most,
followed by the counselors in their role with student credits, standardized tests, the
GPA, and graduation path. Then the principal was mentioned. However, parents
attributed lack of interpreters as getting in the way of timely communication at their
schools.
Discussion. The home-school relationships were limited in scope and parents still
deferred major decisions to the teachers as the professionals. Since the Somali parents represent
an immigrant community, many of them are still English learners. WhatsAPP chat rooms are
popular with the Somali parents. They use them for family and community connections. It may
be prudent for the district to explore the merits of using this platform to communicate with
parents. The lack of interpreters or bilingual staff restricted their ability to communicate and
share concerns with school staff. The district may need to tackle the bilingual staff shortage at all
levels. Some education may need to done around the role of other staff members not mentioned
such as social workers, librarian, and nurse. Specialized staff roles were not common in Somalia.
Hence, the extra attention to the role of the teacher.
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Research Finding 2: The Parent Academy Program had Changed Participants’
Perspectives of Parent Engagement. Several participants in the focus groups referenced the
change they felt after taking the PA classes. Study participants described the Parent Academy
program as an “eye opener”, “giving courage”, and “empowering.” For example, a parent said,
“We learned to have the courage to face and talk to the teachers about school and how to work
with them.” Fardowsa, Special Education
Discussion. The parents’ perceptions indicated an entry level of parent engagement.
There was little evidence of challenging and impactful influence on the school system. This may
be due to parental engagement not recognized or practiced as an important part of the
educational system in Somalia. Hence, parents may need training programs that showed them
how to advocate and implement change in their schools. The subcategories under changed
perspectives were:
a) Feeling Empowered to Navigate the School System: The research participants
mentioned learning about the terminology to use for finding information as well
as the rights of the child, teacher, and parents. A participant said,
Really, I didn’t know anything before the class, but now that I’ve finished
this program, I’m confident that I can help meet my child’s needs. I have
all the information and many of the resources that I need for my child. Not
only that, but I know where to find additional resources as well, thank
God.” Khadija, High School
The parents felt that their children received the necessary support with assignments and
resources from the teachers. Children also saw the change in their parents’ ability to find out the
necessary information from the staff and technology platforms such as Schoology.
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Discussion. This point is an invitation for Saint Paul Public Schools to implement robust
training programs to build parent knowledge and power. The Parent Academy program was
completely paused due to the breakout of the COVID-19 pandemic. Reinstating the PA program
with modifications for the new realities of education would be appreciated by the parents and
benefit the educational outcomes for their children.
b) Technology Challenges: Participants expressed appreciation for learning about
technology platforms like Parent Portal and Schoology to keep track of their children’s
assignments. Some reported lacking the language and technical skills to navigate the
tools. Some also said they struggled with internet connectivity.
Discussion. Parents may need basic technology literacy as well as advanced levels of
technology implementation to keep up with their children’s work. Student work platforms like
Schoology and Campus are critical for parents to keep track of their student’s school work. Also,
workshops on video conferencing tools such as Zoom, Google Meet, and Teams may go a long
way in strengthening home-school connections. It may be helpful to employ a Somali-English
bilingual technology person to facilitate the needs of the families.
Research Finding 3. Parents Believed That Their School Engagement Capacity had
Increased but Systemic Barriers Still Remained. The participants frequently expressed their
enhanced ability to hold teachers accountable, navigate the school system, and be involved in
their child’s learning more proactively as this parent showed, “The class encouraged us and
helped us to get up and hold the teachers accountable and to look for our rights” (Muna,
Elementary). On the other hand, several participants expressed frustration with the lack of
interpreters or bilingual staff at their schools. They wanted to be involved but felt handicapped
by their inability to communicate in English. This was a very common theme as indicated here,
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“It would be great if we had an interpreter in school so we can communicate with the school.”
(Abdullahi).
Discussion. It seems that school engagement capacity for Somali American parents in the
Saint Paul School District is still in the beginning stages. The Somali Parent Advisory Council at
the district level may yet play a role in connecting the district leadership and the Somali parents.
Leaders from this group could be mentored to go deeper into building partnerships both at the
district and school levels. That would require consistent, purposeful, and sustained leadership
training to elevate the voices of Somali parents. Fluent English speakers and second-generation
Somali parents may also need to participate at higher levels of engagement through the Parent
Teacher Student Associations at their schools or providing advice to the district administration
and the School Board. The subcategories were:
a) Cultural and Religious Accommodations: The participants expressed their ability to
advocate for the cultural and religious needs of their children. For example, several
parents mentioned that their children prayed at school and their daughters wore the hijab
modesty dress. Several parents expressed a strong desire for schools to provide education
and see faith as an indispensable part of the Muslim student’s life. They felt that pride in
their ethnic and religious identity may keep the students focused on their work and not
get involved with antisocial behaviors.
Discussion. Some of the Islamic religious practices influence parents' and students’ sense
of belonging and inclusion. It may be prudent for school staff to create positive climate and
culture to affirm these practices within the parameters of the U.S. Constitution. The most
common accommodations arise with washing and performing prayers, fasting in Ramadan,
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wearing the hijab, and having time off from school for the two Eid Holidays. It is important for
Muslim students and families to find their space within the diversity of the school systems.
b) Implicit Bias: A theme that came up a number of times was parents’ feeling that staff saw
them as different, which often led to teachers holding a deficit mindset when teachers
focused on what was lacking and diminishing parent and student strengths. There was
also mention of racial bias or unfair assessment practices by some teachers. It seemed the
parents felt that they were not listened to and their children were not getting the necessary
motivation to succeed in school. Some other negative experiences the parents mentioned
included being ignored when they had concerns and not getting incident reports about
their child in a timely manner.
Discussion. The district may need to hold staff accountable to its equity and antiracist
policies whenever racial or ethnic discrimination is spotted. Professional development
opportunities in cultural competence and culturally responsive instruction could assist in
mitigating the sense of isolation or other challenges that Muslim students or families may
experience. Parents mentioned the huge difference between the educational systems in the
United States and Somalia. Education was school-centered in Somalia while there are several
layers of control/stakeholder involvement in the United States. Schools being proactive and
flexible with new practices from immigrants can help prevent misunderstandings.
Understanding Muslim Religious Beliefs. Religious beliefs represent deeply held
convictions and guide daily practices of Muslims. Parents and students do not want to be in a
position of choosing between their school and their faith. There is the need to build upon
opportunities where Muslim families’ faith can be a positive resource to children’s educational
development – rather than a tension. It is therefore beneficial for educators to have a better
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understanding of the beliefs and practices of Muslims to be better prepared for working with this
population (Ibrahim, 2021). The core principles are summarized in the six articles of faith and
the five pillars of Islam (Abraham, 2020). The six articles are the belief in God, Angels, Divine
Scriptures, Messengers, the Day of Judgement, and Divine Fate. While the five pillars of Islam
are testimony of faith and Mohamed is a Messenger of God, praying five times a day, paying
charity to the poor, fasting in Ramadan, and performing the pilgrimage to Mecca.
Somali parents raised topics during the focus groups that they said came up frequently in
school settings. These include prayer, fasting, hijab clothing, music, Eid holidays, shaking hands
with the opposite gender, and gender issues (Abraham, 2020). One of the parents said, “Our
religion is important to us and so is education. We need to have both” (Hodan, Middle School).
There is benefit for schools to be proactive and prepare a system to address these concerns more
effectively.
The key take-aways from the parent discussions were that parents expressed a
combination of positive and negative experiences with the PA program. While the parents were
extremely grateful to SPPS, there were areas of mediocrity that the district can address. In this
study, it is noted that there are opportunities for growth such as using a culturally responsive
instruction and an equity lens to address the areas that need improvement. The study
recommendations will be presented in the next section.
Implications for Educational Practice
There is a Somali proverb that says, “aqoon la’aani waa iftiin la’aan--lack of education
is lack of light,” to emphasize the value of education. Somali parents expressed that a major
reason for coming to the United States was to provide better opportunity to their children. They
commonly have high aspirations for their children to succeed. This study contributes to research
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on parent/family engagement regarding a community that has been underrepresented in the
research literature related to the topic. This study has implications for Saint Paul Public Schools
at the district, school, and classroom levels.
District Level
The district is responsible for setting the direction and tone of programs that are
implemented at all levels. It is, therefore, important for the district to embrace this program and
supervise its implementation for the different stakeholders. In fact, Mapp’s (2013, 2019, 2021)
Dual Capacity-Building Framework can be helpful to implement at the district level for all the
schools. Mapp and Bergman (2021) provided the following definition for the work, “Family
engagement is a full, equal, and equitable partnership among families, educators, and community
partners to promote children’s learning from birth through college and career.” (p. 7). This
framework may build the capacity of the parents and the school staff to have mutually beneficial
relationships. Other than a few facilitators, the Parent Academy program did not involve teachers
or other school staff in learning about their students and families. Adequate staffing and funding
should be provided for effective family engagement programming at all the schools. Ideally,
there should be a dedicated person at each building. The district should seek parent input and cocreate effective parent engagement model with the parents and families.
The participants have clearly indicated that the Parent Academy was very beneficial and
they appeal to the district to bring it back in the same format for beginning parents or a more
advanced level format for those who have taken it already. Second, it is also recommended that
the district needs to allocate resources for hiring more bilingual staff at the paraprofessional,
teacher, or administrative levels to promote staff capacity to adequately serve the community’s
cultural diversity. This step could also address the language and cultural needs of bilingual
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parents wherever there are significant number of a particular language group. Third, it seems the
Office of Family Engagement and Community Partnerships (OFECP) has done a good job of
organizing the first round of the Parent Academy program. Yet, there may be a benefit to
institute a better system for the record keeping for attendees and participant evaluations of the
program. It may be helpful to put this rich data in an electronic format for future needs. Finally,
the district may need to continue enhancing culturally responsive instruction, ethnic studies, and
diversity/inclusion professional development for all staff. This should not be left to the school or
classroom level.
School Level
The staff in school buildings work directly with families since they have contact with
students and parents. It is therefore critical for principals to have equity lens when
working with different stakeholders. Principals need to consider their specific population
as they tailor programming and outreach. First, schools should sign up to host the Parent
Academy or similar programs when they are offered. Second, schools should provide
interpreting and language support to Somali parents in their buildings. This can be done
through hiring a bilingual paraprofessional or having access to language support call
lines. Schools should not use students to translate for their parents because they could
misrepresent the information the teachers deliver to parents to their advantage. The
parents in the focus groups reported several anecdotes of this happening to them. Kaltun
from Elementary focus group said,
Language is a huge barrier. One time, I faced a situation when my child whose grades
were low, interpreted for me; when the teacher said he slept in class, he told me that he
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was doing well inaccurately. I could see the confusion on the teacher’s face. He would
not expose himself.
Filsan also from the elementary focus group interjected, “One time at conferences, a
student who was not doing well interpreted for his mother. When he hugged her excitedly, the
teacher realized that he was not interpreting correctly.”
Third, parents generally participate more when their children are involved. Schools
should therefore provide opportunities for Somali parents to get involved with school activities.
This may be in the form of parent engagement informational classes or volunteering to serve in
school committees. However, it is important for the program organizers to be culturally sensitive
and welcoming to all students and parents who show up.
Finally, Somali parents may need direct invitations to participate in school events or
programs. They may see general announcements as not addressing them specifically. If language
is a barrier, schools can encourage those with bilingual skills to join Parent Teacher Student
Organizations or school decision-making committees. For example, when collecting input for
additional programming opportunities, it may be beneficial to include the priorities of Somali
parents for their children.
Classroom Level
The focus group discussions showed that Somali parents place a great deal of emphasis
on the role of the teachers. The teacher seen as a “father figure” was referenced several times by
parents in the focus groups. That expression suggests high levels of respect for the teachers,
which in turn confers a lot of power to them. The teachers should, therefore, use their authority
wisely during instruction and in interactions with parents. Teachers could introduce themselves
early in the year to the parents of the students on their roster. In this way they can establish
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expectations and also get important input from the parents. It is also recommended that the
teachers should strive to be fair and equitable with grading or treatment of students in general.
This is to avoid the practice or appearance of racial bias. Teachers may need to invest time to
learn about the diverse backgrounds and cultures of their students and families. Some of the
parents may have knowledge and skills that the teacher can tap into as the year progresses. It is
recommended that teachers take the necessary staff development trainings to build their cultural
competency to relate to the full diversity of their students. This means that teachers should
incorporate into lessons, pertinent information about students’ history, culture, and community
when applicable. They may be able to grow these skills by visiting community spaces or inviting
speakers to educate their class about relevant issues from diverse cultural perspectives.
Implications for Somali Parent Practices
Somali parents’ perspectives have been the main focus of this study. The purpose was to
get a glimpse of their perceptions regarding the Parent Academy program and their own capacity
to engage with the schools their children attend. Parents offered their perspectives through
pre/post-surveys and focus group discussions. They provided rich data that will serve as a
resource for various stakeholders to use to make school operations more equitable. The parents
want their children to succeed and hopefully, the wisdom they shared will lead to changes that
can raise student achievement and improve school climate and culture.
This research provides the following recommendations to the Somali parents. Somaliimmigrant parents will benefit if they further realize that they are an important stakeholder in the
schools their children attend. They can, therefore, speak up and let their priorities be known to
the school leadership such as the administrators and teachers. These parents may be well served
if they further advocate for their school and the district to offer the Parent Academy program in a
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differentiated format according to families’ levels of need. It seems the former participants are
ready for the next level of Parent Academy classes. It is further recommended that parents
continue to build their capacity for engagement at their schools as well as the district level so that
their voices can inform and influence the various policymakers. Parents can educate the schools
on better ways to work together to provide respectful services. Finally, parents can advocate for
Somali language and culture to be offered at their schools. This would help in maintaining the
identity and confidence of Somali children and contribute to enriching the diversity of the school
curriculum.
Implications for Future Academic Research
The study has just scratched the surface of a topic that is relevant for academia. Somali
community needs intersect with several other topics or identities including immigrants, refugees,
Muslims, Black, and African diaspora. There is, therefore, a vast area of research that may be
inspired by this study.
Some relevant topics for future study include, taking stock of the experiences of the other
language groups that participated in the Parent Academy program by comparing the findings of
this study with similar research on the English, Hmong, Spanish, and Karen speaking
participants of the PA program. Other topics include looking at the impact of the Parent
Academy program on the academic performance of the children of the participants. This could
shed light on the efficacy of the program for parents and students. It seems that most of the
research on Somali parents is dominated by female participants. In this study, 18 out of the 21
participants were female. This may suggest that mothers are more involved with the children’s
education, but researchers may be missing connections to or important insights from the fathers’
perspectives. Finally, research on the experiences of second-generation Somali parents to the
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United States could provide a window into changes, or lack thereof, that may have occurred in
parent engagement practices between the first-generation immigrants, those who grew up in
Somalia, and the younger, second-generation who came very young or were born in the United
States.
Cautions on Using the Findings of This Research Study
This research was not meant to be an exhaustive delineation of Somali parent
perceptions. Rather it investigated their specific experiences with the Parent Academy program
offered by Saint Paul Public Schools from 2017-2019. It is therefore very localized in scope. The
findings, while offering some perspectives, may not be fully applied to other communities in
Saint Paul schools, or outside of the district. The experiences of these parents were captured at a
moment in time but there were other variables that could also influence their perceptions, such as
their cultural world view, language of instruction, the COVID pandemic, and the facilitators who
taught the classes. Each of these factors could influence the outcome or perceptions of the
experiences.
Additionally, the researcher was a Somali district employee whom some of the parents
know in this capacity. He was also involved in the early stages of the Parent Academy program
as a Somali voice promoting the program and a program facilitator for the first year. While he
disclosed this connection to the parents through the consent form and during the focus group
discussions whenever the parents referred to him as administrator or a community leader, it is
unclear if this connection might have influenced the participants in some way. This researcher
made every effort to suspend judgement and present himself as a seeker of unbiased knowledge.
The sample group for this qualitative research represented 21 Somali parents who shared
their individual lived experiences. This means the perceptions they presented were not large
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enough to draw broader conclusions applicable to other groups. The research model, process and
following analysis sought to ensure that these parents could speak their truth, the analysis would
accurately represent that truth, but research models and practices have their limits. It is hard to
discern influences such as peer pressure or following the lead of the previous speaker(s) in the
group when their turn to respond occurred. There is therefore, like in many qualitative studies, an
element of caution on how fully data can be interpreted.
Finally, even though the researcher is confident that academic due diligence was
followed, there was still room for oversight at some stages of the research. The study involved
oral recordings, transcribing, and translation from Somali to English before analyzing the data. It
is possible for some nuances to be lost in transition between the various steps of the research.
Conclusion of the Study
The purpose of this study was to investigate the perceptions of Somali parents whose
children attend Saint Paul Public Schools regarding the Parent Academy program and its impact
on their school engagement capacity. This was a qualitative study that utilized triangulation of
data to report the findings. Pre/post-survey questionnaires for elementary and secondary levels,
as well as four focus group discussion groups served as the data collection tools.
Through the literature review, the history of American parent engagement was traced
back to its origins. The literature review included an analysis of American immigrant
experiences, growing diversity, the Somali community in Saint Paul Public Schools up to the
Parent Academy program. Three relevant frameworks for the study were presented. These were
Bronfenbrenner’s Bioecological Theory, Epstein’s Overlapping Spheres of Influence/Six Types
of Parent Involvement Model, and Mapp’s Dual Capacity-Building Framework. The research
outcome pointed to three main themes: perceptions about the Parent Academy program were
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positive; the Parent Academy program changed participants’ parent engagement perspectives;
parents believed that their school engagement capacity had increased but systemic barriers still
remained.
The study findings may benefit educators, parents, and academics. The researcher
appreciated and was inspired by the enthusiasm, openness, and dedication the parents displayed
through the data collection process. These parents shared invaluable data insights for enriching
research on Somali parent engagement in the Minnesota school systems. The parents were
generous in the face of many challenges such as language barriers, work shifts, childcare needs,
obligations due to large family size, and a lack of experience with formal schooling for some of
them. The participants had high aspirations for their children to succeed. In an important
outcome of the study, it was revealed that Somali parents' view of parent engagement may not
match the schools’ or teachers’ perceptions of engagement. The parents generally felt that if they
took care of the parenting, learning at home, and communication with the school, then that would
suffice as effective parent engagement.
The participants generally appreciated the Parent Academy program and often spoke
highly about how it helped them learn to navigate the school system and relate to their children’s
learning experiences better. This researcher hopes that this modest contribution to the field of
parent engagement will ignite discussions, further research, and changes in policies to address
the needs of parents to serve their children better in the public school systems.
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Appendix A
Participant Consent Forms in English and Somali
English
Bethel University
Consent Form
You are invited to participate in a qualitative study titled, “Perceptions of Somali Parents
Regarding the Impact of the Parent Academy Program on their School Engagement Capacity.” I
hope to determine the views of Somali parents about the program and whether any changes
occurred to their school engagement capacity. The research will collect and analyze data from
the parents who participated in the Parent Academy program from 2017 to 2019. First, the
Pre/Post-Survey Questionnaires the parents filled when they attended the classes will be
analyzed. Second, a sample group consisting of 16-24 Somali parents who meet all inclusionary
and exclusionary criteria set for the sample population will be engaged in Focus Group
discussions. You were selected as a possible participant in this study because you participated in
the Parent Academy program and one or more of your children attend Saint Paul Public Schools.
This is an Ed.D Dissertation through the K-12 Doctoral program at Bethel University, Saint Paul,
Minnesota. There is no funding involved in the research.
If you decide to participate, I will conduct the research with you through Focus Group
discussions with about five other participants. It is hoped that the conversations of the Focus
Group will be informal allowing you to have a sense of comfort and rapport with the other
participants. A semi-structured body of questions will be used to explore the research topic
within a flexible framework, allowing you the space in the conversation to share your responses.
I will explain the purpose, what to expect in the interview, and your rights as a participant. In the
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beginning, I will have a standard written introduction and oral explanation of the protocol in
Somali and/or English. A copy will be presented for you to read and follow along during the
explanations. The following steps are planned to ensure Focus Group and research protocols are
followed.
1. The Focus Group will last between 60 and 90 minutes. More time may be negotiated to
ensure that you were not rushed in your responses.
2. This study is for research purposes only. All information you provide will be maintained
on a confidential basis by the researcher. Please, be candid in your responses.
3. The contact information will be collected separately and will not be shared with a third
party not involved in the study.
4. You are encouraged to provide specific examples or experiences from the Parent
Academy program while holding back information that could personally identify other
individuals.
5. Following the conclusion of the introduction and explanation, you and I will sign the two
copies signifying acceptance of the interview and research participation.
The researcher will remind all participants about data privacy and confidentiality at the
beginning of the sessions. Also, any participant who feels compromised has the right to withdraw
from the research as indicated in the consent form. Any information obtained in connection with
this study that can be identified with you will remain confidential and will be disclosed only with
your permission. In any quotes, presentations, written reports, or publications, no participant will
be identified or identifiable as pseudonyms will be used. Even though I am asking you to keep
information shared during the group confidential, I as the researcher cannot guarantee that others
will keep information shared during the group confidential.
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The participants will remain anonymous in the storage, analysis, and all stages of the
written dissertation. Each participant will be given a general, non-associative pseudonym in the
initial stages of data collection. Computers with secure passwords will be used. Any materials
that arrive with site or individual identifiers will be kept in a separate, locked (if physical
material) or encrypted (if digital) location from all other data analysis. Physical materials that are
given to the researcher while he is at the site, will remain in the possession of the researcher and
brought to his home and secure office immediately after he leaves the site.
Due to the large volume of information and time constraints, a transcriber will help with
the data collection process. I will also videotape the Focus Group discussions. The transcriber is
a former translator in the district and left the job in 2014 and does not have any known affiliation
with the district. The translator/transcriber may or may not know the participants. Before
commencing the work, the transcriber will sign a non-disclosure form. The data will be stored
safely in a locked cabinet file at home and destroyed one year from the date of the publication of
the Dissertation.
I am aware that you may know me as an Assistant Principal in the district, and therefore
may feel pressure to participate. However, please know that you are free to say "no" and that
saying "no" will have no negative influence on your relationship with me, the school district, or
your child’s school. Your decision whether or not to participate will not affect your future
relations with St. Paul Public Schools in any way.
This research project has been reviewed and approved in accordance with Bethel’s Levels
of Review for Research with Humans. If you have any questions about the research and/or
research participants’ rights or wish to report a research-related injury, please, contact me,
Abdisalam Adam, at tel. (612) 227-3933 or email aba98234@bethel.edu. You can also contact
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Dr. Peter Jankowski, Chair, Bethel IRB Committee, at tel. (651) 638-6901 or email
pjankows@bethel.edu,
and Dr. Michael Lindstrom, Advisor, at tel. (612) 209-1739 or email m-lindstrom@bethel.edu;

You will be offered a copy of this form to keep.

You are making the decision whether or not to participate in this research. Your signature
indicates that you have read the information provided above and have decided to participate. You
may withdraw at any time without prejudice after signing this form should you choose to
discontinue participation in this study.

Thank you for your participation!

_____________________________________
Signature of Participant

_____________________________________
Signature of Investigator

_________________________
Date

_________________________
Date
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Af-Soomaali - Somali
Jaamacadda Bethel
Arjiga Oggolaanshaha Kaqaybqaadashada Cilmi-Baadhista
Waxaa si sharaf leh lagugu martiqaadayaa inaad ka qayb gasho Cilmibaadhis loogu
magac daray “Perceptions of Somali Parents Regarding the Impact of the Parent Academy
Program on their School Engagement Capacity.” Waxaan doonayaa inaan daraaso ku sameeyo
sida ay waalidiinta Soomaalidu u arkaan barnaamijkaas iyo in inuu saamayn isbadal leh ku soo
kordhiyey wada shaqaynta ay waalidiintu la leeyihiin iskuulada. Cilmi baadhistu waxay
waalidiinta barnaamijka Parent Academy ka qaybgalay sanadihii u dhaxeeyey 2017-2019 ka soo
uruurindoontaa macluumaad si loo taxliiliyo maxsuulka. Marka ugu horaysa waxaa la falanqayn
doonaa su’aalaha Pre/Post-Survey Questionnaires ee ay waalidiintu buuxiyeen markii ay
casharrada barnaamijkaa dhiganayeen. Marka labaad, waxaa tusaale ahaan loo qaadanayaa koox
waalidiin Soomaaliyeed ah oo ka kooban 16-24 ruux oo ay u dhamaystirantahay shuruudaha
cilmi baadhistaan lagaga qayb gali karo ama aan lagaga qayb gali karin oo idil. Waxaa laguu
xushay inay dhici karto inaad ka qaybgasho cilmi baadhistaan sababtoo ah waxaad ka qayb
gashay barnaamijka Parent Academy isla markaana hal ama in ka badan oo ilmahaaga ah ayaa
dhigta Dugsiyada Dadwaynaha ee St. Paul. Cilmi Baadhistaani waa Teesaha shahaadada Ed.D ee
barnaamijka Jaamicada Bethel ee magaalada St. Paul, Minnesota. Ma jirto wax maalgalin ah oo
aan cilmi baadhistaan lagu qaadanayo.
Haddii aad go’aansato inaad ka qaybgasho, waxaan Cilmi-Baadhista ku fulindoonaa habka
loo yaqaan Diiraad Saaridda ee “Focus Group” oo ay kaala qayb qaadan doonaan shan ilaa
sagaal qof oo kale. Waxaa la filayaan in doodda kooxda Focus Group ay noqondoonto mid furan
oo isfahan ku dhisan oo aad si aan dhib lahayn kaga qayb gali doontaan adiga iyo xubnaha kale.
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Su’aalo fudud ayaa la isticmaali doonaa si Cilmi-Baadhista si sahlan loogu sahamiyo taas oo kuu
oggolaanaysa inaad si sahlan jawaabahaaga dadka ula wadaagto. Aniga ayaa sharrixidoona
ulajeedada, waxyaabaha laga filan karo, iyo xuquuqda aad goonida u leedahay adigoo ah shakhsi
ka qayb galaya Cilmi-Baadhistan. Bilowga horeetaba waxaan gogoldhiga iyadoo qoraal ah idiin
ku soo gudbinaynaa luuqadaha Soomaali iyo Ingiriisi. Nuqul ayaa lagu siindoonaa si aad u
akhrido ulana socoto marka la sharraxayo. Tallaabooyinka soo socda ayaa la qorsheeyey si loo
hubiyo in la fuliyey nidaamka Cilmi-Baadhista iyo kan Diirad Saaridda (Focus Group”.
1. Kulanka Focus Group wuxuu qaadanayaa inta u dhaxaysa 60 ilaa 90 daqiiqo. Waa laga
yaabaa in wakhti dheeraad ah laga wada hadli karo si loo hubiyo inaadan jawaaha la
degdegin.
2. Daraasadaani waxay ku salaysantahay oo kaliya Cilmi-Baadhis. Jawaabaha aad bixiso
dhamaantood waa qarsoodi waxaana xafididoona ardayga Cilmi-Baadhaha ah.
3. Macluumaadka la xiriira siyaabaha la idiin la soo xiriiri karo si gooni ah ayaa loo
saarayaa mana jirto cid saddexaad oo lala wadaagidoono.
4. Waxaa lagugu dhiirigalinayaa inaad jawaabahaaga ku soo darto tusaalooyin khaas ah ama
khibrad aad ka dhaxashay Barnaamijkii Parent Academy adigoo aan isla markaa nala
wadaagayn wixii macluumaad ah ee si gooni ah u muujinaya adiga ama dadka kale ee
kooxdaan kugula jira.
5. Marka la soo gabgabeeyo gogoldhigga iyo sharraxaada waxaan adiga iyo aniguba saxiixi
doonnaa laba nuqul oo cadaynaya inaad aqbashay su’aalaha iyo inaad Cilmi-Baadhista ka
qayb galayso.
Cilmi-Baadhuhu wuxuu billowga hore ee kulanka xusuusindoonaa ka qaybgalayaasha oo
idil in macluumaadka kulankaan lagu soo bandhigayo yahay sir qarsoodi ah. Isla markaa ka
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qaybgale kasta oo dareemaya in lagu xad gudbay nidaamka Cilmi-Baadhista wuxuu xaq u
leeyahay inuu sida ku cad foomka oggolaanshaba Cilmi-Baadhista iskagabaxo. Macluumaad
kasta oo daraasadaan lagu ururiyey oo adiga si khaas ah kuu qeexaya waxaa loo xafidayaa si
qarsoodi ah mana jirto cid lala wadaagayaa iyada oo aan fasax lagaa haysan. Wax ka mid ah
xigashada, soo jeedinta Cilmi-Baadhista, warbixinta qoraalka ah ama daabacadda CilmiBaadhista laguma soo bandhigidoono wax muujinaya ka qaybgalayaasha daraasadaan, oo
waxaan isticmaalidoonaa magac naananys ah oo loola jeedo ka soo qaybgalayaasha. Inkastoo
aan Cilmi-Baadhe ahaan ku waydiisanayo inaad ilaaliso macluumaadka ay dadka kooxdan ku
jira nala wadaagaan, haddana ma ballan qaadi kare inay cid kale macluumaadka qarsoodiga ah ee
lala wadaagay xafididoonaan.
Ka qaybgalayaashu waxay ahaandoonaan kuwo aan la ogayn dhinac kasta sida, meelaha
macluumaadka lagu kaydinayo, taxliilinta macluumaadka, iyo tallaabooyinka kala duwan ee
teesaha “Dissertation” inta la qorayo. Xilliyada hore ee lagu jiro uruurinta macluumaadka ayaa
aa qaybgale kasta waxaa la siindoonaa naanays aan wax xidhiidh ah lalahayn. Waxaa la
isticmaalidoonaa kombuyuutarro la hubiyey inay xafidanyihiin oo kalima sir ah lagu furo. Wax
kasta oo si shakhsi ah u qeexaya ka qaybgalayaasha, si gooni ah ayaa loo ilaalindoonaa, meel
macluumaadka kale ka gooni ayaa lagu qufulidoona (haddii ay warqado tahay) ama hab aan
lafurikarin ayaa loo badalayaa (haddii kombuyuutar lagu keydiyay). Dhamaan waxyaabaha la
taaban karo ee loo dhiibo Cilmi-Baadhaha inta uu goobta joogo, waxay ahaanayaan waxyaabo uu
isla marka uu goobta ka tago uu geeyo meelo xafidan oo gurigiisa iyo xaafiiskiisa ka mid ah.
Maadaama macluumaadka aan ururinay ay aad u badanyihiin, wakhtiguna aad u
xadidanyahay, waxaa jiridoona qof iga caawiya uruurinta iyo habaynta macluumaadka. Sidoo
kale waxaan fiidiyo ka duubidoonaa dooda kulanka focus Group-ka. Tarjumaanku wuxuu horay
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degmada uga hayey shaqada turjumaanka balse wuxuu shaqada ka tagay 2014 wax xiriir ahna
lama laha degmada. Turjumaanku waxaa laga yaabaa inuu yaqaan ama aanu aqoon u lahayn ka
qayb galayaasha. Inta aanu shaqadaan faraha la soo galin tarjumaanku wuxuu saxiixidoona
qoraal uu ku cadaynayo inaanu cidna la wadaagidoonin macluumaadkaan ama wax ku saabsan.
Macluumaadkaan waxaa lagu xidhidoonaa armaajo qufulan oo guriga taala, waxaana la
baabi’indoonaa marka ay hal sano ka soo wareegto wakhtiga teesaha la daabaco.
Waan ogahay inaad ii aqoonsantahay inaan ahay Kaaliye Maamule Iskuul ka tirsan
degmada, oo laga yaabo inaad culays dareento oo aad sidaa uga qayb gasho, hase yeeshee fadlan
ogoown inaad xor utahay inaad “maya” tiraahdo, inaad “maya” tiraahdo saamayn khaldan kuma
yeelanayso xiriirka aniga iyo adiga, degmada iskuulada, ama iskuulka ilmahaaga. Go’aankaagu
haddii aad diido inaad ka qaybgasho daraasadaan ama aad ogolaato marna wax saamayn ah
kuma yeelanayo xiriirka adiga iyo degmada iskuulada Saint Paul mustaqbalka idin dhex mari
kara.
Mashruuca cilmibaaristaan waxaa eegay oo ogolaaday iyadoo loo eegayo heerarka lagu
eegayo Cilmibarista Aadanaha ama Review for Research with Humans ee Jaamicada Bethel.
Haddii aad wax su’aal ah ka qabto cilmi baadhista iyo/ama xuquuqda ka qaybgalaha
cilmibaadhista ama aad jeclaan lahayd inaad ribood-garayso dhaawac kaa soo gaaray cilmi
baadhista, fadlan ila soo xidhiid: Abdisalam Adam, talefoonka (612) 227-3933 ama emailka
aba98234@bethel.edu. Waxaad kale oo la xariiri kartaa Dr. Peter Jankowski, Gudoomiyaha
Gudiga IRB ee Jaamicadda Bethel, talefoon (651) 638-6901 ama emailka
pjankows@bethel.edu, iyo Dr. Michael Lindstrom, oo ah la taliyahayga, talefoon (612) 2091739 ama emailka m-lindstrom@bethel.edu
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Waxaa lagu siin doonaa nuqul ka mid ah arjigaan si aad u haysato.

Waxaad qaadanaysaa go’aaan ku saabsan inaan cilmibaaristaan ka qaybgasho iyo in kale.
Saxiixaagu wuxuu cadaynayaa inaad macluumaadka kor ku xusan akhriday oo fahamtay oo aad
go’aansatay inaad ka qaybgasho. Saxiixa kadib xili kasta ayaad daraasadaan ka bixi kartaa
adigoo aan cidna ugu aabayeelayn markaad foomka saxiixdo kadib waase haddii aad doonto
inaad ka hadho ka qayb qaadashada daraasadaan.

Aad ayaad ugu mahadsantahay inaad ka qaybgasho cilibaaristaan!

_____________________________________

_________________________

Saxiixa Kaqaybgalaha

Taariikda

_____________________________________

_________________________

Saxiixa Cilmi-Baadhaha

Taariikhda
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Appendix B
Focus Group Questions (FGQs) in English and Somali
English
1. Please describe your experience with the Parent Academy program.
2. What values motivate you to be engaged with your children’s education?
3. How would you describe effective parent engagement in school?
4. What challenges do you face as you try to engage with school systems providing
education to your children?
5. What are the most important educational goals you have for your children?
6. Do you believe that the Parent Academy Program had an impact on the goals that guide
your engagement with your children’s education? Please explain.
7. What was the most useful information you gained from the Parent Academy program?
8. Do you feel the home-school relationship have changed after participating in the Parent
Academy program? Please explain.
9. Have your interactions with the school staff changed because you participated in the
Parent Academy program? Please explain.
10. Have your interactions with your child regarding their schooling changed because you
participated in the Parent Academy program? Please explain.
11. Have your interactions with the other parents changed because you participated in the
Parent Academy program? Please explain.
12. How did your experiences with parent engagement at SPPS compare to that of other
countries you are familiar with?
13. Do you have any ideas or issues that were not covered, and you would like to share?
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Af-Soomaali
Su'aalaha Kooxda Diirad-Saaridda: Focus Group Questions - Somali
1. Fadlan sharrax khibradaada waxa aad kala kulantay Barnaamijka Akadeemiyada Waalidka.
2. Waa maxay qiyamka kugu dhiirigeliya inaad ka hawl gasho dugsiyada waxbarashada
carruurtaada?
3. Sideed ku sharrixi kartaa ka qaybgalka waalidka ee dugsiga ee waxtarka leh?
4. Maxaa caqabado ah oo aad la kulantaa marka aad isku daydo in aad ka qayb-gasho
nidaamyada waxbarashada carruurtaada ee iskuullada?
5. Maxay yihiin yoolalka waxbarasho ee ugu muhiimsan ee aad u leedahay ilmahaaga?
6. Ma rumaysantahay in Barnaamijka Akadeemiyada Waalidku uu saamayn ku yeeshay yoolalka
hagaya ka qayb qaadashadaada waxbarashada carruurtaada? Fadlan sharrax
7. Maxay ahaayeen macluumaadka ugu faa’iidada badan ee aad ka heshay Barnaamijka
Akadeemiyada Waalidka?
8. Ma dareentay in xiriirka guriga iyo dugsiga uu isbedelay ka qaybqaadashadaada Barnaamijka
Akadeemiyada Waalidka ka dib? Fadlan sharrax
9. Isla shaqaynta adiga iyo shaqaalaha dugsiga wax ma iska beddeleen sababtoo ah waxaad ka
qayb qaadatay Barnaamijka Akadeemiyada Waalidka? Fadlan sharrax
10. Isla shaqaynta adiga iyo ilmahaaga ee ku saabsan dugsigooda ma is beddeleen sababtoo ah
waxaad ka qayb qaadatay Barnaamijka Akadeemiyada Waalidka? Fadlan sharrax
11. Is-dhexgalka adiga iyo waalidka kale ma is bedeley sababtoo ah waxaad ka qayb qaadatay
barnaamijka waalidka? Fadlan sharax
12. Sidee baa khibradaada ku saabsan ka qaybqaadashada waalidka ee iskuullada SPPS loo
barbar dhigi karaa ta aad wadammo kale oo aad taqaanno kala kulantay?
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13. Ma haysaa fikrado ama arrimo aan laga hadlin oo aad jeclaan lahayd inaad nala wadaagto?

161
Appendix C
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Appendix D
Bethel University Institutional Review Board Letter of Approval

Institutional Review Board
3900 Bethel Drive
PO2322
St. Paul, MN 55112

March 12, 2022
Abdisalam Adam
Bethel University
St. Paul, MN 55112
Re: Project SP-14-22 Perceptions of Somali Parents Regarding the Impact of the
Parent Academy Program on their School Engagement Capacity
Dear Abdisalam,
On March 12, 2022, the Bethel University Institutional Review Board completed the review of
your proposed study and approved the above referenced study.
Please note that this approval is limited to the project as described on the most recent Human
Subjects Review Form documentation, including email correspondence. Also, please be
reminded that it is the responsibility of the investigator(s) to bring to the attention of the IRB any
proposed changes in the project or activity plans, and to report to the IRB any unanticipated
problems that may affect the welfare of human subjects. Last, the approval is valid until March
11, 2023.
Sincerely,

Peter Jankowski, Ph.D.
Chair, Bethel University IRB
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Appendix E
Sample Pre/Post-Survey Questionnaire Form

SAINT PAUL PUBLIC SCHOOLS PARENT ACADEMY
Pre and Post Survey Questionnaires
Parents filled this information when they took the classes and will be available through the
district’s Office of Family Engagement and Community Partnerships.
PRE-K/ELEMENTARY SCHOOL EVALUATION – PRE-SURVEY
DATA ENTRY PERSONNEL – FILL THIS SECTION OUT BEFORE ENTERING
DATA:
Survey ID #: __________
What school level is this evaluation for?
❒1 Pre-K
❒2 Elementary School ❒3 Middle School

❒4 High School

What session is this?
❒1 Spring 2012

❒4 Spring 2013

❒2 Fall 2012

❒3 Winter 2013

Saint Paul Public Schools Parent Academy is conducting a study to help find out how well the
program is working for you and other parents like you. This survey is voluntary and confidential.
There is no right or wrong answer. Your honest answers help us improve the program!
1. What is the name of your Parent Academy facilitator?
__________________________________________________
2. At what school is the Parent Academy program you are attending being held?
________________________________
3. What is your full name?
__________________________________________________________________________
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4a. What is the age of your oldest child who is in Pre-K or elementary school?
________________________________
4b. What is this child’s full name?
_________________________________________________________________
4c. What school does this child attend?
_____________________________________________________________
4d. What grade is this child in?
❒1 Pre-K
❒5 3rd grade

❒2 Kindergarten
❒6 4th grade

❒3 1st grade
❒7 5th grade

❒4 2nd grade
❒8 6th grade

4e. What is this child’s Date of Birth (DOB)?
________________________________________________________
4f. What is this child’s home address?
_____________________________________________________________

Once or
twice per
month

Once or
twice
this
school
year

Never

❒2

❒3

❒4

❒5

❒1

❒2

❒3

❒4

❒5

7. Follow a homework routine for your
child?

❒1

❒2

❒3

❒4

❒5

8. Ask your child how he/she is doing in
school?

❒1

❒2

❒3

❒4

❒5

9. Talk to your child about the importance of
attending college or other schooling after
high school?

❒1

❒2

❒3

❒4

❒5

10. Talk to your child about her/his career
interests and future plans?

❒1

❒2

❒3

❒4

❒5

Every
day or
most
days

Once or
twice
per
week

5. Read with your child or set aside time for
reading at home?
6. Help your child with his/her homework or
find homework help for your child?

❒1

During this school year, how often did you…
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For each question, please check one box that best matches your answer. If you haven’t done
this or aren’t familiar with what this is, then check “No”. There is no right or wrong
answer.
Yes

No

11. I understand and am able to navigate the public school system.

❒1

❒2

12. I understand how to support my child in developing good self-esteem.

❒1

❒2

13. I believe extracurricular activities are an important part of my child’s
education.

❒1

❒2

14. I know how to help my child prepare for the MCA tests.

❒1

❒2

For each question, please check one box that best matches your answer.
Yes,
I have
done
this

No, I haven’t
done this,
but I know
how

No, I haven’t
done this, and
don’t know
what this is

I am not
sure
if I did this

15. Reviewed your child’s CUM file?

❒1

❒2

❒3

❒4

16. Reviewed the Academic Standards
for your child’s grade?

❒1

❒2

❒3

❒4

17. Reviewed your child’s report
card/transcript?

❒1

❒2

❒3

❒4

18. Reviewed your child’s MCA scores?

❒1

❒2

❒3

❒4

19. Reviewed the classes your child is
taking this year?
20. Talked with your child’s principal
for reasons other than your child’s
disciplinary or behavioral issues?

❒1

❒2

❒3

❒4

❒1

❒2

❒3

❒4

21. Talked with your child’s teacher for
reasons other than your child’s
disciplinary or behavioral issues?

❒1

❒2

❒3

❒4

During this school year, have you
completed the following activities?

22. What is the one most important thing you hope to learn at Parent Academy?
______________________________________________________________________________
______________________________________________________________________________

